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oreword:
y Way of Introduction
t,-How does an pducational consultant, become an effect,t*e

organiptional development consultant?

This book is designed to helanswer that quest-iOn. It is

S.

directed toward individuals who feel at home in the world of schools

and educational organizations, possess some of'the skills and artistry

of the consultative process, and now want to acquire some key Insights
4

from the emerging field of organizational development (OD).

Tihe basic text of this book was developed.by Dr. Charles Jung,

who (.:recognized widely in both educational and organizational

development circles. He has condensed concepts and, approaches from

a wide range of OD publications ana presents these concepts in

various models and systems of behavior. To ensure that he had dealt

with the major areas of understanding adequately, Dr. Jung-'asked two

of us from the nonedudational OD field to rbview the text carefully

and to contribute our own impressions. (It has been an enriching,

experience for us to do sot) O'ir reflections appear at several

points in the book.
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Our impression is that these pages present models that

du a thorough job of identifying and categorizing some key dimensions

of organizational life, together With systeMaticiWays of analyzing

one's own consulting behavior. The basic text should give you,
.

the :,.-cnsv,12tant-reader, a solid base of knowledge for sorting through .

some very complex organizational problems and issues.

The thoroughness and compactness of the text may make it seem

heavy reading at times. least, we,found it that way.) Like

organizations themselves, the models describing them,must be complex

to be realistic. So be. prepared do some solid digging into

abstractions--and givP yourself time to mull over the connections

and implications. t

It also occurred to us tha:t the reader of this compAct book who

wants to practice the art of organiZational consulting muse avoid at

all costs the temptAtion to be91,e overly bookish in 4pproaching

rear organizatiDns and individual clients. A mind-set that is too

analytical can block out Rey data. .A consultant whose mind is' 1

dominated by toc rigid a frame of reference may have trouble under- ,

standipg the client'i-; perspective. The persOn who too iqrigued

apd impressed with a precise analytical scheme may become impAient

with probletps that do not come neatly-arranged packages. And

the ultimate disaster, of course, awaits the 'one who fbrces data

into presA categr:ries.

When you are tempted to use conceptuaa models tco slavishl}r, we

suggest that you consider the yisdom of the ancient Persian proverb,

':You cannOt capture a river in a bucket." You can dip a bucket into
.00

a river--but what yoUThave in the bucket is not thetriver--it is. only

water. ,The dynamid is gone.... In the samp way, you can apply a

conceptual model to,a dynamic multidimensional organization; but *hat

that model enables you to focus on is only an appioximatioof the

total dynamic organizational process. Eguany important to under.-

standing the organizaton r,ay be the currents of less categorizable

data *and impressiQns that swirl around you as you experience the

people who live in the system. '

in a sense, we urgeyou, as- a realistic practitioner of orga_ziz_

zational consulting, to develop the habit of,altprnately masteringt.

xiv



a%_-1 letting go of them. It is imperative to

of an organization with precision and

entire oueration in perspective, to

3aa witn an open end and then pause to assess

It 14 the eLL and loo., Yin and ,:ang, that will

-1241 a practical, strength to your efforts.

'a13 Approachkis to intersperse your reading

of reflectioi and Application for yourself.

21%1 Ch_iptt_is I and II, you might close your

an1 imagine a call you've received from thie

Jr. .lu.:'atiQs..11 system or_organization with which

fil-11;ar. H, t c no-; said, "I'd like to make this organiza-

hfalthy. Hpw do I go about doing it?"

n ,1 t'Iat exeiutive awaiting your reply, what

elc=w tnr,ailhour mind?...What would }ou like to

re3i_onse:...Jt down those questions--

reaj _ht '_- chai:ters of this book....

vc, finish Chapter TI, well have some other thoughts

Mantimc, accept our best wishes as you venture

-x_Itina, sometimes dull, but always complex

devAopment.

Parry ':. Pesner 13 an Assistant Professor of Management at the
niverslt., of Santa Clara, Santa Clara, California. Warren H. Schmidt

serves as Visiting Professor of Public Administration,
iversity of Southern California.
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IntroAwtion
'h

This book is concerned withMays of understanding schools and

helping them become more effective organizations. During the past

two decades, such helping efforts have come to be called organizationaj.

development (OD). This book is aimed at increasing your understanding

of the growing field of organizational development as it applies to

schools. As you will see, we believe that the world is changing in

some very fundamental ways. Schools play a critical role in the

directions these changes take. They may function as organizations

facilitating or inhibiting human evolution. We believe you'may

contribute to determining which way things will go.

This book was written originally to be used as part of an

extensive training program. It represented the "central ideas" for

a works p entitled Preparing Educational Training Consultants':

Organizational Development (PETC-III). The last workshop in the

PETC series, it is also the final training experience in a sequence

of eight workshops which individuals can experience over a period

of threeor fciur years. The materials, or instructional systems,

for conducting these eight workshops have been developed primari-y

by the Northwest Regional Educational Laboratory over a period of

nine years.

4



As a combination, tnis sequence of fight trainiug systems

has come to be known as "PODS," which stands for Providing

Organizational Development Skills. This sequence provides, a basic

minimut of experiential learning for those who are interested in OD

with schools. In their recommended order, they include:

1. Interpersonal Communications (IPC)

2. Research Utilizing Problem Solving (RUPS)

3. Preparing Educational Training Consultants:
Skills Training (PETC-I)

4. Interpersonal Influence (INF)

5. Social Conflict & Negotlative Problem Solving (SC&NPS)

6. Preparg Educational Training Consultants:
Consulting (PETC-II)

7. System Approach for Education (SAFE)

8. ZreParing Educanonal Training Consultants:
Organizat onal Development (PETC-III)

This volume has been prepared with the assumption the reade'rs

would have knowledge and experience in the areas covered by the

seven systems which are proposed as prerequisite training to PETC-III.
A

These prerequisites may not be necessary for you to find ideas of

some worth to you. It is strongly suspected, howgyer, that they

may make a difference in the-way you understand those ideas. In all

fairness, you should at least be warned that this book is written

in a context which includes a set of assumed prerequisites.

As in most fields, OD embraces a certain amount of jargon. In

this case, organizational development jargon has been mixed with

jargon from the field of education. Much of the jargon is meaningful,

for it represents special ways of thinking about things peculiar to

the fields of education as well as organizational development. As

you read on, you may see that we believe the most special aspects

of these two fields is their developmental nature. Developmental

changes are not simply a matter of adding new ideas. They involve

new ways of thinking about ideas. They involve changes in the way

we experience what is happening in our worlds.

1 C
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The sequence of training originally designed by the Northwest

Regiona.,. Educational Laboratory provides a combination of active

experiences Viich facilitate develdpmental change. As such, the

issue of simply reading this book out of context goes beyond the

questions of,whether you have the assumed prerequisites. The ideas
t.

presented are Meant to be explored, wrestled with, argued, altered

and tried out as applied both tp the organizations you work with

and to your own professional development. Thissprocess,is meant to

occur in high tr.,st relationships which you have created during the

prevfOus two or three years of study and training.

. There are many things about organizational development not

covered in this book. If you arc using it as you experience the

PETC-IIE training system, you will be introduced to the growing
4

*field of literature on OD. The PETC-III training system, not this

volume, is intended as an introduction. We sought to avoid

covering everything here. We hop, this.volume provides arframework

for entering the field and for keeping current with its unfolding

theory and research.

At the same time, the developmental framework offered is not

yet found in the OD literature. We have had conflicting advice from

OD experts about inclusions of such things as our model of organiza-

tional maturity. One such expert thought it should be the focus .

of--fzral years of research before being presented in this format.

Another believed that the past twenty years of research in. the field

of industry contains adequate flndings to support our model. We

were most influenced by others who argued that it should be shared,

not because it is or is not proven-valid for educational organizations,

but because it is provocative.. The primary challenge for the OD

consultant is not simply to know what is generally true. It is to

discover, in working with each client system, what is uniquely true

for that client system. The model of maturity, along with all ideaS

and suggestions in this book, is meant to be considered only insofar,

as it may help this discovery process in the systems you work with.

Let us share further what we have included in ttis volume and

why. Chapter,I shares our view of how individuals are-currently

changing, how our society is changing, and implications for public

3



education. Ou* of this framework, we feel it important to state

our value position concerning change and improvement in edtication. %

Chapter II'concerns organizations as systems. It presents-ideas of

how educational organizations are unique kinds of systems as well as

.sugq_e,sts ways they may change and issues currently faced by many

schools.

Whereas Chapters I and II suggest how things tend to occur in

educational organizations, Chapters.III and IV suggest how tney can

be worked with in OD projects. Chapter III prdposes a general

approach and highlights some especially critical issues such as

dealing with organizational pathology, defining system boundaries,

creating entry-and changing structures and norms. Many other issues

are meant.to be explored through examining existing literature and

sharing with others in the course of the training. Chapter IV repeats'

and expands some of the diagnostic and planning tools used earlier

in the whole training sequence.

Chapter V focuses on your own professional growth as an organiza-

tional development consultant/ The PETC-III training system does

not just emphasize a focu's on client systems. Considerable time is

devoted also to exploring what you, as an OD consultant, actually

know, .1s well as to what you are able .eo do in the consultant role.

The book also contains a foreword and commentaries from two

OD pro'fessionals outside the field of education. Barry Z. Posner

and Warren H. Schmidt were willing to provide insights from their

OD experience with business and industry -1Til-he United States and

other countries. Thctr commentaries come at the enCYcif Chapters II,

III and V.

A postscript tells a bit more abput the training design of

PETC-III. It also offers some, suggestions and cautions about

attempting to conduct such training. The two companion volumes to

this one, used during the eight-month training are entitled:

4

Preparing Educational' Training Consultants:
Organizational Development (PETC-III) Instructional

Strategies. Pino, Rend and Ruth Emory. Portland,

Oregon: Northwest Regional Educational Laboratory,
Improving Teaching Competencies Program, 1976.

21
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Preparing EduaLional Training Consu;tants:
Organizational Development (PETC-III) Participant
Materials. Pino, Rene and Ruth Emory: Portland,
Oregon: Northwest Regional Educational Laboratory,
Improving Teachirig Competencies Program, 1976.

Finally, a bit needs to be said about the authorship of this

book. The contributions_of a foreword and commentaries by Posher

and Schmidt are so designated. The rest represents the work and

ideas of many. The term, "the authors of PETC-III," is used

repeatedly and refers to the -research and development team at the

Northwest Regional Educational Laboratory. These individuals

created 'Preparing' Educat.i,onal Training Consultants: Organizational

Development as a workshop training experience of which this book is .

only a part. As individuals growing in a pluralistic world, we

never agreed on every particular. The book generally represents

our shared thinking as a research and development team. Members

of this team, along with others to whom we feel indebted, were noted

in the acknowledgments of thisvolume.,

22
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Chapter I

e

A

O

".....for there is nothing either good or bad, but thinking makes'

it How, then, do we evaluate our public system of education?

There is a challenge in.these words that Shakespeare wrote for Hamlet

some 370 years ago-. It is asy enough to say what we desire. Too

often we leave unsaid why ou "thinkip makes it so."

The Meaning and Vulnerability
of Educational Evaluation

Let us use the definiti n th Stufflebeam and his colleagues

proposed (Stufflebeam, 1971) for he process of educational evaluation.

That is, information is applied to answer questions concerning the .

context, inputs, processes and products of the educational system.

In the process of evaluating, one must have an objective assesgment

of the way,things are, an operational definition of what is desired

in accordance with what is possible, and an operationally defined

theoretical model of how and why things do, and may, operate in the_

system.

Educational evaluation is most vulnerable in its lack of

operationally defined theoretical models. Without such models, it

is difficult to determine what caused a change, or lack of change.

24
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Without them, there can be no accountability for negative side effects,

.nor reward for constructive side effects. In education, they are

needed mosit to struggle toward an answer to John Goodlad's question,

"What kinds of human beings do we wish to produce?" (Goodlad, 1965Y
,

Consider reactions to thekollowing situation should they

occur in you own school district:

All the teachers have gone oh'strike, We might think ',his good
.--

if we believe it necessary Ito correct an unjust situation which is

maintaining a low quality of instruction in the schools. We might

think the -situation bad if it

6.-

were viewed as unfair demands of teachers

who areunconcerned7about ti welfare of their students.

The district has adopted the need Zippy Do Readers for use bysall

elementary students. We might think this good if we believe these

Icurriculum materials can be used 'in a manner appropriate to "all"

the students. . But, if use of these materials.inhibit. some from

developing toward their potential as responsible, contributing

members of society, we might feel great concern. (The term

-"appropriate" will be defined a little-later in.this chapter.)

The district is now using digital computers to manage course

selection and placementof all high school students. We might think

this good if it means such scheduling now costs the district less

and frees some staff from arduous bookkeeping tasks. We might think

it bad if we believe it forces some students into learning experiences

that are poorly suited to their capabilities, nonrelevant and/or
A

blocking their movement toward more advanced ways of experiencing.

Seventh graders demonstrate knowledge of 32 percent more facts

in the area of general science this year than last year. We might

think this good if we believe achievement of such facts by seventh

graders is a valuable end in itself. We might think otherwise if we
.Jr"

learn the stuck-Its had to spend 300 percent more time studying general

science in order to achieve this increased level of achievement; 90

percent of this increase is not retained three years later and 64

percent of the students become significantly- more negative,in their

attitude toward learning science than in the previous year.

As develbpers of curriculum and materials for trainingeducatiors,

we at the Northwest Regional Educational Laboratory (NWREL) feel

10
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strongly confronted by the need for operationally defined theoretical

mddels. We need to ha.0 an explicit value position against which we

can evaluate our work. ThL core of our response to this confronta-
6,

tion has emerged as the following empirically supported theory of the

_development of the social-psychological "self." This theory may be

observed in,ian individual as well as in an analysis of current change

and needs in society. While the following statements may not be

completely adequate, they have progressed far enough to be presented

for critique, trial and contributions from others.

The Need for Improvements in EduC" on

Major improvements are needed in the a. cation of young people

for living in today's world. (Silberman, 1970) TrNitionai school

methods and curriculum content are centered mainly in the transmission

of information. Students are not provided with the knowledge, skills

a.id attitudes necessary to assist them to become responsible individ-
.

uals capable of living interdependently in a world of continuous,

rapid changes. (Illich, 1971)

Schools,have generally done well in meeting objectives which

center around cognitive learning bor students with high intellectual

ability and motivation. They have not donb well in meeting those

objectives which promote individual worth and dignity, self-

understandings, maximum potential for individual growth, personaliza-

tion of education, and self-actualization in the lelrning process.

(Holt, 1964) These latter kinds of objectives have seldom been

statea in precise terms; nevertheless, they have been ,inferred in

virtually all generalized statements of educational aims.

The rapidity of change in our society has put a' heavy burden

on individuals to be self-understanding, self-sufficient and inter-

dependent. It has also made'it necessary for institutions to adapt

to new and unforeseen conditions. These two conditions demand new

and precise procedures for achieving more appropriate kinds of ,

learning for students and for assisting institutions to adapt to

new conditions. (Ward and Jung, 1968; Morphet, et al.. 1972)

"Appropriateness" in what was taught, from the past orientation

of the limited emphasis on academic achievement, was considered .

2 t)
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primarily a matter of individualizing' learning experiences in terms

of readin4ss In the current borader perspective, appropriateness

must now also include personalizing learning experiences in terms of

relevance A facilitation of the individual's social-psychological

"self" development toward an orientation of personal initiative ana

social responsibility.

Today's Youth: Learning and the,
Development of Self

While the work of

the aroduct of schools

major part of the need

Educational Laboratory

supposition that today

the schools is to provide learning experiences,

is change in the behavior of learners. A

which our work at the Northwest Regional

Is responding to is based on the the oretical

's youth represents a potentially idvanceA

kind of learner. (Erikson, 1970; Mean, 1970; Menaker, 1965; Perry,

1970) The learning that schools need to provide muse be understood

in the context of,this theoretical model of social7psyChological

development o-r: the self.

"The act of learning is seen as a complex social-psychological

phenomenon. What is seen by the potential learner, how it is'seen,

how it is related to other awarenesses, the contexts in which it is

remembered, and how it is applied behaviorall;wili depend on the

learner's perceptions of its relevance, its salience, and'upon

conditions of reinforcement. Relevance, salience and conditiou of

reinforcement will dep end upon the learner's self (which has developed

out of interactions with others) and current perceptions of the ,

relationships of the learner with others." (Jung, 1967b, page,7)

For human beings, it appears the conditions that determine what -

is reinforcing, alter in -fundamental ways as the individual moves

along a dimension of social-psychological self-development,' An

operationally defined model of self-development appears to be essential

for defining a formal system of education that is open to evaluation;

What is good or bad as an educational outcome is a function of what

we understand people to be and what we hope they can become.

' 12
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ctis of the Social-Psychological Self Model

Tie form of the model is adapted from PErry's report,- Forms of

:tr-Iluctual and Ethical Development in the College Years. (Perry,

It was conceived as presented .here by Charles Jung with major

contributions from Jean Butman, Barry Jentz, Alan Pino, Christine

Edwards, Robert Wittes and Robert Rosenberg. Consultation on a

scholarly retrieval by Pino and review by'Jung was contributed by

Max Goodson. Critical reviews were contributed by John Hough,

Roger Shuy, Henry Brickell, Ronan Lippitt, Eva Schindler-Rainman,

-William Perry and Lawrence Kohlberg.

The work of Piaget (1954), of Perry (1970) and of Kohlberg (1911)

are especially applicable. Research done on Piaget's stages of

iognitil-ie development and on Kehlberg's stages of moral development

indiate the validity of the theoretical position presented here as

already established. Both Perry and Kohlberg have stated their

belief that this is so. (Perry, 1972; Kohlberg, 1972)

Kohlberg suggested that Loevinger's model of stages of "ego"

development.may already encompass enough. aspects of this model of

self-development to make its presentation unnecessary, although

acknowledging that some careful study would be needed to determine,

this possibility is true. (Kohlberg, 1972) However, Perry

ftlieved iris model of self-development was a significantly different,

and highly valuable model which relates closely to the others.

,y 19%) At this point, we conceive the development of the

social-psyoholocacal self in an individual as a product which can

result from the individual's movements through stages of cognitive

and moral development. It represents understanding of "who I am"

qiJen one's Capabilities of cognizing and valuing. Conversely, this

selt-ar.derstanding provides guidelines for individuals to use in

their lives. It is, therefore, of special importance to tie educator

whose responsibility is to facilitate this experiencing and "making

meaning" by the individual.

Lippitt, who wgrked with Piaget, suggests Piaget's stages of,

:;ogidtl,ve development are best understood as emergent from the

irrar's hereditary potential, dependent upon appropriately timed

env.:ronmental exposres. He suggests Kohlberg's moral stages of

development, each of which de ads on prior achievement of the

NIIIMMINO
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corresponding cognitive stage, are best understood as the result of

interactional confrontations. Again, these must occur within certain

limitations of timing in the life span of the individual. Lippitt

suggests this self-development model is best understood as individ-

Niial's movements, concerning their understanding of who and what they

are, from hereditary emergence of awareness, through interactional

kinds of awareness, to a transactional kind of interdependence where

individuals accept their part in responsibility for their selves and

their influence in the world. (Lippitt, I972a)

Depending upon your familiarity with the work of these social

scientists, you may find it of particular interest to consider these

issues as you read the theory described here. One concept is

especially important to keep in mind: these developmental models are

not simply additive. That is, you don't simply add new ideas and

viewpoints as you move from one phase to the next. It's not like

reading from one chapter in a book to another. What occurs in such

transitions is far more complex. These models are more analogous to

switching from reading a book to seeing a movie with stereophonic

sound. Or, perhaps a better analogy would be to be born blind and

receive sight at the age,of twenty. A new developmental phase

involves a new way of experiencing which must be explored and

assimilated. This new way of experiencing tends to replace old ways.

What changes for people are the ways they have of "making meaning"

out of their experience.

Animal Self

14

Phase I: Animal Self. In the first phase,

the homo sapien is an animal being with certain

genotypic needs and capacities. The "animal"

homo sapien learns in the same general process as

all animals. (Piaget, 1970) Learning is an

operation occurring within the animal in which

associational bonds are formed between cognitive,

affective and/or motoric elements. (Hartmann,

1951; Erikson, 1959b) We conceive the basic,

behaviorist formula (Hall and Lindzey, 1970) for

the animal learning process as:

Importance x Contiguity = Learning



Importance is defined as change in the physio-

logical need/capacity state of the organism.

'Contiguity is defined as juxtaposition of

elements in time and space, or by virtue of
I

similarity, as perceived by the organism.

Conditions affecting the animal learning process

are primarily concerned with physiological need/

capacity states and schedules of reinforcement.

There are also some kinds of "insight" learnings

involving cognitive restructuring. .These derive

from "similarity" perception§ and are precursers

to the change which takes on special importance

for homo sapiens as they develop through stages

and phases of cognitive (Piaget, 1970), moral

(Kohlberg, 1971c), and self-development. We have

labeled the above, Animal Learning Formula.

Homo sapiens differ from all (or, at least,

most) other animals in having innate needs/capacities

that allow for awareness of self as subject as

well as object. If cultural interactions reinforce

such awareness, individuals learn to differentiate

themselves as an initiator of action--as an actor

as well as a reactor. (Piaget, 1970) The capacity

r such awareness appears unique to homo sapiens.

Individuals become "human" to the extent that

t is awareness becomes usable to them in initiating

ways to meet their needs within their culture and

in contributing to the further evolution of that

culture. The next four phases of the dimensions

of self-development concern the Increase of this

awareness and the major changes which it can

undergo.

Phase II. Stereotypic Self. In the second

phase, individuals become aware of themselves as

"subject." The fir0 understanding of'"who I am"

Stereotypic
Self

15
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is based largely on stereotypes of what individ-

uals learn other people are and the subsequent

understandings of what they hear them saying about

who they are. (Cooley, 1956; Baldwin, 1969) It

occurs through interactions with parents, peers
0

and others in the individual's space. It involves

modeling and reinforcement in accordance with the

asocial roles and norms of one's culture. (Clausen,
_ -

1969; Cottrell, 1969) Behavior which we call

"play" is an important instance of this development

in American culture. (Erikson, 1959b; Erikson,

1950)

There are reported instances of individuals

raised as animals who never evolved out of the

understandings of Phase I, Animal Self. Beyond

a certain age, they seem to have lost the capacity

for such development. (Langer, 1964) The

concept of "being" is a product of cultural

socialization. (Clausen, 1969)

Once experience from Phase II, Stereotypic

Self, has been entered, an'added dimension of the

learning process is initiated. The Animal

Learning Formula is always applicable to human

beings, under certain conditions, whatever their

state of self-development. But, the furtner

advanced their self-development, the more often

,an altered formula replaces it. The altered

formula is as follows:

Relevance x Contiguity = Learning

Contiguity and learning retain the same

definitions. Relevance is defined as a potential

for effecting change in the self. Thus, in

addition to changes in the physiological need/

capacity state of the bomo sapien, factors that

can affect one's social-psychological understanding

31



of who and what one is, become reinforcers of the

human individual's learning. Beyond schedules

of reinforcement; we must now be concerned with

motivational factors of desire to please others

(Jung, 1967c), interest in phenomena of the

culture, and understanding of self as responsible

for being a learner (Bateson, 1942). We must be

concerned with factors of ambivalence concerning

inner versus outer directedness (Cooley, 1956;

Riesman, 1950), shifting needs between growth and

security (Erikson, 1959b), and long- versus short:

range goal awareness (Buhler, 1968). We must be

concerned with factors of maturation beyond the

innate physiological, such as those which are

culturally refined intellectual and affective ones.

Piaget's stages of cognitive development and

Kohlberg's sjages of moral development are the

major examples. We must be concerned with the

stage of self-development and corresponding

orientation toward perceiving and experiencing

the world.

We now place this process, labeled the

"Human Learning Formula," alongside of the

Animal Learning Formula.

Animal Learning Formula

Importance x-

(change in.physio-
logical need/cap.- ity

state)

Relevance

(potential for
effecting change
in the self)

Contiguity

(juxaposition of
elements in time and
space or similarity)

Human Learning Formula

x Contiguity

(juxapbstion of
elements in time and
space or similarity)

Learning

(associative bond
formed between elements
in individual's
awareness)

Learning

(associative bona
formed between elements
in individual's
awareness)

17'
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To make the Human Learning Formula operational,

the definition of self-development must by

completed.

Individuals who have a Phase II, Stereqtypic

Self, experience their world in either/or dichot-

omies. Things are good or bad, right or wrong,

in relation to what the individual understands

from others. These people' lack an experiential

or.cognitive base of their own for assessing the

validity of these dichotomous evaluations.

Kohlberg,'1971c; Bruner, 1971) The evaluations

are accepted based on the understandings'of self

gained by perceiving others and "Animal Learning,

Formula" reinforcements of who they are by those

others.

A person will lack the basis for forming

individual, personalized opinions-if society

tells the individual that all he or she is doing,

as well'as his or her reactions, are a function

of being in a stereotypic role. (Examples may

be: "All little girls do what you're doing!"

Or, "All blacksmith apprentices feel that way!")

Experience belongs to the class of which one is

a part rather than the self as a unique individ-

ual. By contrast,. in a culture where individuals

are allowed to own their experience, it is

possible to evolve to a Phase III, Opinionated

Self.

Phase III: Opinionated Self. The Hill and

Hill matrix defines "personalized" (Rabow, 1960)

as the individual awareness of having one's own,

unique thoughts, feelings and behavior in the

here and now as contrasted to abstract !things"

happening at some other "time" or "place."

When society allows individuals,to personalize



experiences, they begin to develop areas of

opinion in their orientation toward the world.
e;)

Some things remains3icliotomous "rights or wrongs"

based on. stereotypes that,areI'etained. A

growing number of others begin to be assessed

and evaluated on the basis of one's own (owned)

experience Such things may be "'right for me"

and "wrong for you." "This issue is a'matter

of opinion." (Perry, 1970; Adelson, 1971)

When the individual begins to approach experi-

ences on the basis of expec'ting that person-,

alized opinion may be appropriate rather than

expecting to react on the basis of stereot/pic

understandings of the world, he or she has

--entered Phase III,, Opinioriated Self. It is a

fundamental change of orientation toward the

world. it represents a fundamental internal

rea'ganization. Individuals in Phase II organize

their understanding Of who and what they are

`around a set of stereotypes and expectations of-

reinforcement. Phase III individuals organize

their understanding of who-and what they are

implicitly around personalized experiences and

corresponding opinions. While the transition

to an Opinionated-Self was based on "owning" one's

experience, the individual in this phase is not

1,,ely t6 feel a need to justify opinions. The

orientation is that everyone has a right to opinions

without awareness of how this orientation was

determined.

The Nature of the Boundary of Self.' At this

point an additional dynamic of the developing

social-psychological self should be noted. The

boundary of understanding oneself as subject - -as

one taking action rather than simply reacting--is

a changing understanding of the meaning of choice

34

Boundary of
Self
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in behav±o . The extent and nature of this

....) sIawarenes chalges in each phase of self-evolution.

The Phase I, Animal Self, experiences its

behavior as reactions to alternative conditions.

The Phase II, Stereotypic elf, experiences alter-

native conditions as providing choices toward which

action can be init. consistent with the under-

standing of the self, He Or she recognizes choices.

The Phase III, Opinionated Self, experiences self

as a chooser, with areas of personal reference for

deciding which actions can be initiated. Anything

which is "a matter of opinion" can be explored

exclusive of stereotypic evaluations.

Choice is identified as the boundary of ;self
fop

in as much as the individual initiations of actions,

or failures to initiate action, put one in situa-

tions where he or she does, or does not, expose

the self to influence which can change one's under-

standing of who and what he or she is. This under-
.

standing of choice will be defined as the boundary

of self changes twice more in relation to each of

the last two possible phaSes of se141-evolution.

One further note of clarification must be

made before proceeding to describe the last two

phases. The boundary of choice is internal betweep,

the concept of self and other aspects of the

individual as well as between the self and the

individual s experience of the external world.

That is, the self-concept does not necessarily

include all of what the individual is. It is not

the same as most definitions of the term "ego"

(e.g., Aliport, 1960) although some use the .

terms "ego" and."self" interchangeably. The self

is only what individuals understand and accept

themselves to be. (Hall, 1970) For example,
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the individual might.not accept certain physical

attributes or experiences of feelings or fantasies

as part of who and what he or she is. %The individ-

ual mays- take action to avoid- admitting these

elements to their self-aWareness. Clincial

concepts of neuroticism and defense mechanisms

can be defined from this concept. (Rogers, '

1961) Similarly, the individual may block out

awareness of aspects of external.life space

from self- awareness. This idea will be explored

further in defining the last two phases of

self-evolution.

Phase IV: Existential Self. In a society -

that presents cross cultural alternatives, the

individual may arrive at relativistic awarenesses

which lead to 'rejection of stereotypic and

opinionated orientations. (Perry, 1970; Kohlberg,

1971c) The rapid chariges, mass media of communi-

cations' and travel in -current American society

are pressing such relativistic awarenesses of

individuals at` unprecedented rates. (Moore and

Anderson, 1969) Relativistic awareness has the

attraction of providing the individual with a

broader, more valid awareness of world realities

and one's own range of potential. They challenge

the feelings of security attendant with a simpler

view of existence. Prior to having relativistic

awarenesses, it was easier to avoid choice impli-

cations concerning behavior such as nudity. But,

today's youth.sees that "toplegs" means one thing

in Samoa, another on the lovier east side of New

Yorka and yet another Keokuk,, Iowa. If they

choose to be open to the philosophical, as well

as pragmatic, range of alternative meanings, they

experiencethe excitement of a vastly expanded

3t,

Existential

Self
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universe. They enter a Phase'IV,'Exis*tlal Self,.

by replacing their opinionated experiential

organizers (for understanding who they are) with

. a value for experiencing in a variety of different

contexts. (Perry, 1970) For youth in our Present,

society, it appears that one or two alternative

routes may be takenonce the Existentik Self is

achieved. The more constructive route, in terms

of movement toward the following phase with minimal

risk, is described by Lippitt as follows: "There
° N4

is a,greatly increased sense of power.. More

weight is given to the here and now yersus prece-

dent or future consequences. This-giyes one

a sense of excitement and creative,freedom."

(Lippitt, 1972a)

Perry equates the Existential' Self with the

individual, i:i his model who has achieved usable

awareness of "relativism." In a constructive

response, Perry says, "it can be a period of

intense excitement because of a person's discov-

ering niceties of'patteLing in given frames

of reference." It, "reestablishes the possibility

of making judgments" between orientations which.,

were lost during the Opinionated Phase when,

"everyone has a right to his own opinion!" "In

relativism, the person submits to the discipline

inherent in a given contextual integrity of a

given point of viewand then he can examine the

logic, or illogic, internally, and its degree

of congruence with external data. When he does

that, he has to acknowledge that °the! systems

also have integrity." Thus, "the Existential

Self moves into increased valuing, but it is

contextual in terms of everything being relative."

(Perry, 1972)



Perry describes the second route which the

individual with a new Existential Self can take

as one of "escape" or "rebellion." The escapist

way of using this awareness involves a suspension
1

of valuing. It is one in which no judgment's are

valid becauie,,,"everytiing is relative."

"It all depends on the context, therefore

anything goes: "' Perry notes that in counseling

a youth who takes this position he will acknowl-

edge that "values are different on the Trobriand

Islands, but you're- here!" This response implies

the factor of "commitment" which will be

experienced in the next phase of self-development.

(Perry, 1972)

The person in Phase IV, Existential Self,

who takes the escapist route loses the previous

bases for valuing in stereotypic or opinionated

terms. He or she retains only his organizing

value-for-experiencing. The boundary of self

becomes permeable to the point of disintegrating

as past reasons are rejected for choosing, or not

choosing, and thus exposing the self to influence.

It -is, correspondingly, a potentially self-
II

destructive' phase. The individual might do things

in this phase which make it difficult later to

believe certain things could be true of one's

self. He or she might kill someone, for example.

Camus' novel, The Stranger, illustrates this

orientation dramatically. Harvard students who

arrived at this phase of orientation described

' it as being; "Like standing on quicksand."

(Adelson, 1971; Erikson, 1959b; May, 1960;

May, 1958)

The early experiences of the Phase IV,

Existential Self, can involve much energy devoted

23
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to.fiighting against being drawn back toward the

simpler stereotypic and opinionated kinds of

orientations. This matter will be explored later

in considering what is happening in current

American society as well'as some ideas about 'IOW

. and why-today's youth are different from past

generations. The latter experience of the escapist,

Existential Self, might well be Characterized as

a true 'Hippie" or,entation. (Kenniston, 1962)

Nothing is good or bad., Everyone "should be free

to'do his own thing." Later,' how this differs

from what might be characterized as a "Yippie"

orientation-will be noted.

Some Peculiar Characertistics of the

Existential Self. It should be noted that, com-

pared to the Stereotypic, Opinionated or Creative

Phases, the Phase IV, Existential Self, has.some

peculiar characteristics. The organizing principle

is a value for experiencing (whether in terms of

valuing in different contexts or the escapist's

suspension of values position.) The principle is

really more a negative value--e.g., a value

against being blocked from any particular experi-

ences- -than adconcrete, positive value as _in the

case for the.dther three. The 'boundary, defined

in terms of a kind of understanding concerning

the meaning of choice in behavior is, likewise,

either more of an absence of any recognition of

boundaries than a particular-definition for them

or a chameleon-like interchangeability. It seems

quite possible that the Existential Self is an

anomaly resulting-from the particular conditions

that this society happened to evolve to, rather

than a phase necessary to the possibility'of

developing to Phase V, CreatiVe Self. The

escapist route may at last be more a special kind



of prolonged transition for many individuals

than a phase of self-development in the same

sense as the other three. If thisis so, some

individuals with a Creative Self may have had

only a fleeting experience with the Existential

Self orientations. Further, the Existential

Self Phase would disappear if societal conditions

alter in the future. This issue becomes an

important one if the model is to be,used to derive

guidelines for creating educacional experiences.

Consider, for example, the effacts of aiding

individuals in making the transition to an

Existential SelCif, in fact, it is not necessary

in order to achieve the following Creative Self!

Perry notes that relativistic awareness, if not

used in revolt, is used in the pure fascination

with patterned diversity," which may be the

beginnings of the Creative Phase of selfhood

rather than a phase in itself. (Perry, 1972)

Phase V: Creative Self. It appears that

three factors influenceNthe transition from a

Phase IV, Existential Self, te, a-Phase V, Creative

Self: The first factor is to be far enough into

Phase IV so that energy is free to be experiencing

rather than bound up in fighting against being

pulled back to the earlier, "safer" orientations.

Thesecond factor seems to involve the individval

being willingto suspect that life might be

purposeful. This differs from the blind acceptance'

of purposefulness found in earlier orientations.

It is a kind of awesome wondering that,,admits the

possibility of purposefulness in humankind's

experience in the universe. The third factor is

recognition by the individual that his or her

behavior represents choices to expose, or not

expose, the self to influence. Such recognition

Creative Self
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represents acknowledgment by individuals that '

they have a basic responsibility for determining.

the creation of who and what they 'are. (Rogers,

1969) In '',:rry's terms, it involves the making of

"commitments" in various areas of"One's life.

(Perry, 1970)

When these three factors combine in the

individual's experience, he dr, she zeofganizes his

undersandIng of who and what he is. If one. is

ever to recognize purposefulness in existence

MIbeilooves the individual to commit himself or

herself to creating'all the "self" and all the

life space alternatives possible so as to bq'

best prepared to spot the "evidence" of life's

purpose should it occur. .The self becomes 1.

reorganized around a value foigwth. (Rogers,

1967; Maslow, 1954) That is; it's reorganized

around expansion of awareness of reality, or,

awareness Of "oneness" with the universe.

(Schachtel, 1959) The world's 'major theologies

are based on this kind of creative insight. One

accepts responsibility for his or her part in the

creation of self. He or she has arrived at.

haVing a Phase V, Creative Self.

Note that this is not the same as a defini-

tion of a "creative person" or of a person who

has performed a "creative act." It is a defini-

tion of-social-psychological self-organization

and dynamics which can be arrived at dependent

upon the individual's cultural socialization.

The individual with a Creative Self is one who

knows he or she is frequently maintaining, or

influencing changes in the self by deciding upon.

particular social and psychological behaviors.

In Maslow's terms, such a person would be

41



.nsidered 'self actualizing." (Maslow, 1954)

Thi- person simultaneously knows, of course,

that many behaviors continue t;o be reactive

or innate in the animal sense. One may strive

take advantage of this latter awareness by

crcatin 'oonditio.;as" for one'- own growth.

It should be noted that the Creative Self

individual does not make explicit choices about

acn he: ioral act. This would be absurd, and

virtually impossible. It is, rather, that such
i

a self recognif s that each behavior represents

a ;os.,ibil.ity of cl,oice. Although there may have

ncen T,an-, forces acting to produce i particular

:cnaist .as possible that he or she may have

thing different. This individual could

'Ave taken tne initiative to get into a situation'

wher. conditions would have acted as forces toward

eeina tne life space differently and doing some-

tninq different. Thus, there is recogniton and

a:c tahce of ultimate responsibility for

ani cxposure of one's self to change.

.rsc, tncre are many hereditary and

historical things which create much of what the

prz)r to reaching the Creative Phase

-'s cell. But, once having enterec the

tnt individual accepts that all

c._present:, tne ossibility of choic.c

exi.,sing, or not exposing, the self to change.

_ne acceits responsibility for his or her

:art In creating the self from that

Zx;"osidc; one's self tc,:hanac usually means

erl% ! 1:,__,:) an interd( iident elationship with
1

, in ,a/e" one is

king

/
1 ,.loices accordingb lay

\

an -..--f ierson. 7C pe
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to one's decisions (socially and/or psychologi-

cally). You are thus, by definition, including

them within the boundary of your self. This

defines those aspects of relationships with other

individuals, with groups and with one's society

that are included as part Of your identification.

It distinguishes those from other aspects of

your relationships which may impinge on your

decisiOn making, but are not included within

your self-identity. For example, I may give

one man money because that choice is part of

my identification as a Christian, but I would

give another money because he is pointing a gun

at me. Individuals with a Creative Self thus,

not only learn in relation to both animal rein-

forcement and their self-concept, they also

initiate .behaviors in accordance with the guide-

lines derived from the self-concept as well as

the ways they conceive the forces in th'ir lives.

Education, therefore, is not simply concerned

with "putting things into students" which they

can show have been retained. As the self evolves,

it becomes increasingly a matter of the way

students initiate manipulations of their environ-

ment which, ulti .1tely, produce further evolution

of the culture.

Correlation With Age. The fi'e possible

phases of social-psychological self-development

do not necessarily correspond to specific ages

of a person. There are so many differences among

individual factors and cultural experiences that

wide variation might be expected. Although

developmental theorists believe from analyzing

their research that it is unlikely an individual

will move to a next pnase after being in one for

an extended period of time, it may sti-1 be
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possible to do so. With such cautions in mind

it may be helpful to have a rough idea of the

age ranges during which each phase may be most

likely to occur. Keep in mind that an individual

may stay in any one of those phases without

going on to the next. Considering available

research, the following estimates are suggested.

The Phase I, Animal Self, is likely to give

way to the Phase II, Stereotypic Self, somewhere

between ages 4 to 7. The Phase III, Opinionated

Self, is likely to begin between ages 11 to 17

and might have some relationship to physical

puberty. The Phase IV, Existential Self, is

likely to begin between ages 15 to 30. The

Phase V, Creative Self, may begin between ages

20 to 40.

The Dilemma of Safety versus Change

With the inception of a social-psychological

self in Phase II, the individual is exposed to a

new k.nd of dilemma as a learner. (May, 1958;

Nietzt,che, 1967; May, 1960; Sartre, 1969) The

a.,iral learner is only concerned with outcomes

in terms of physiological need/capacity state.

The human learner is additionally concerned with

relevance in terms of_degsee of self-exposure

and the degree of ty,rsonalization in human

interaction. Ambivalence, which is a

physiclogiclally-based natural condition in

people (Magoon, )969), extends into tne issues

of human learning and self-evolution. Choice,

as the boundary of self, mediates between the

relative safety of maintaining the known,

current self agat_:,st the pos.iible advantages

of :,elf-exposgre yielding changes In the

direction of increased capabilities.

29
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Kinds of

Insight

30

Up until Phase IV, Existential Self, the

individual's most powerful capabilities are more

apt to be used as defenses against alteration of

the self than as avenues for its growth. This

may speak to issues such as those(Fromm addressed

in Escape From Freedom. (Fromm, 1941) In

Phase IV the barriers to perceiving the world

and one's self in broad perspective are dropped.

This opens the way for insight types of learning

which become the most valued goal/ of learning

for Phase V, Creative Self. IriSight learning

must now be defined to see ho4.7 it contrasts with

animal learning outcodes. .

Animal learning outcipmes satisfy physiological

needs/capacities. Human learning is experientially

based. It is a making sense, or meaning, of

experiences relative to the stage of evolution

of the self. A person may be trained, 3n the

animal learning sense, to weld at a definable level

of proficiency. But, it is caly when he or she

.perceives, in the human learning sense, that it

is appropriate and desirable to initiate this

pattern (which he understands to reflect the

person he is) that he would be called a welder.

Insight is defined as the identification of

relevance, i.e., the discovery that conditions

internal or external to one's being can effect

a change in the self. It is the dawning of

..wareness that something\in the life space, or

something in the individual, not previously

accepted as part of the self, has the potential

of determining who and what individuals know

themselves to be. Here are some of the kinds of

Insights which can occur:

Insight into the nature of a dilemma- -the
question becomes clear
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Insight into the resolution of a dilemma- -
answer becomes clear

Insight that some attribute can become part
of the self--the potential becomes clear

Insight that an attribute is a part of the
self--the capability becomes clear

Insight that an attribute is natural to
being--acceptability of a need becomes clear

Most learning of the Stereotypic and

Opinionated Selves occurs as a result of rein-

forcement. It is rapidly forgotten, and is

generally accessible for behavioral application

only under conditions similar to those in which

it was learned. By contrast, that learning

which does involve insight is easily retained,

needs little or no reinforcement, and is broadly

generalizable in behavioral applications. For

ttple, tell me once, "Your father just died,"

and I will never forget it. It has enormous

relevance. It affects my understanding of my

self and many areas of my behavior.

Insight learning does not replace animal

learning for people.' It becomes an addition of

increasing importance as the self evolves. It

is the basis for people having created civiliza-

tions to evolve cultures. By animal learning,

the individual may learn meanings whicli people

have discovered in the past. By insight learning

individuals arrive at their own meanings for

these discoveries and for themselves. As a

Creative Self, one strives to expand these

areas of meaning and discovery.
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The Concepts of Human Worth, Dignity,
Meaningful Failtire and Freedom

It is now possible to be explicit about the

highly valued, but generally undefined, concepts

of human worth, human dignity and freedom. With

operational definitions and competencies in the

process areas provided by instructional systems

being developed by the Northwest Regional

Educational Laboratory, educators should be able

to greatly improve their efforts to contribute

to4these ideals of American society. (Parnell,

1971)
ti

Human worth can be measured as the andivid-

,ual's capabilities for contribiEing to the needs

of one's self as well as to those of other people.

Such needs for people are b-.11 animal and human

using Maslow's hierarchical taxonomy. The initial

worth of the individual is determined primarily

by learning conditions which others provide.

Evolution to advall0d phases of social-

psychological self gives individuals increasing

capability to create conditions for themselves

that enhance their own worth.

Human dignity can be measured in terms of

individual awareness, and acceptance of

responsibility for making choices that create

conditions to enhance one's worth. A person who

has great human worth, all of it developed from

conditions that he or she believes were controlled

by others, will lack human dignity. He or she

will be no more than a valuable slave unless

capable of recognizing his or her own behavior

as choices and criteria used to make choices.

It is the awareness of capability and acceptance

of responsibility for the meaning of choice in

4V

Hunan Worth

Human Dignity
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Freed&
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behavior as it contributes to increasing and

maintaining one's human worth that adds human

dignity to the individual. According to the

theoretical model which has been presented, the

capability to recognize and be responsible for

the factor of choice in behavior is a function of

self-evolution.

It should be noted here that gaining a

personalized understanding of the 'meaning of

choice in one's behavior necessitates opportunities

to experience failure, as well as success, in

the outcomes that result from one's decisions..

If others created conditions for an individual

that assured nothing but successes, that individ-

ual would not have the opportunity to distinguish

a meaning of choice as it affected outcomes. He

or she would have no basis for establishing the

boundaries of his or her current capabilities.

It would be appropriate to help individuals avoid

experiences of failure based on lack of readiness,

or lack of relevance of an experience to them.

It is, at the same time, critical to development

(toward achieving a "Creative" self that individ-

uals have the freedom to experience failures and

successes based on their own, decision making.

Recognition of the distinction between such

personally muaningful failure-necessary to the

evolution of self, as contr sted to the other

kinds of failure, is vital to educators who would

Implement values for human worth, dignity and

freedom.

Individual freedom is defined as the ability

to make choices explicitly and the availability

of alternatives. (Fingarette, 1965) To make

choices explicitly, individuals must evolve to a

4 b



self which understands andFaccepts the meaning

of choice in behavior. Beiig able to choose,

influences one's feelings of Worth and 'recognizes

one's self-determined criteria'for making choices.

With thiS. capability for freedom, society must

provide the individual with opportunities to create

and maintain a culture that includes explorations

of values. Such explorations aid...in the develop-

ment of the criteria for making choices and the

alternatives to determine the nature of one's self,

life style and the living conditions in one's life

space,. He or she would, by definition, be a free

human being.

Providing Conditions for Movement
Along Developmental Dimen ions

Therefore, to realize Am ica's ideals of

human worth, dignity and freedom, it is essential

to provide conditions of learning which move

individuals along dimensions of cognitive develop-

ment, moral development and phases of self-

evolution. In one sense, individuals learn best

when conditions are congruent with their current

cognitive stage, moral stage and phase of self.

But, if the conditions for transition to the

next phase are not also introduced whenever

appropriate, the individual will be inhibited

in his or her development of self.

In the past, American public schools have

been preoccupied with academic achievement.

This has contributed primarily to human worth

while inadvertently maintaining many conditions

that have inhibited self-development. With these

clearer definitions, educators will be able to

provide a better combination of conditions to

maintain high academic achievement for human
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Static Change
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worth along with experiences of decision making

and other kinds of self-awareness which provide

human dignity and freedom. The increase creative

and destructive capabilities of recent cultural

and technological advances in society make s ch

improvement not only possible, but extremely

important to the welfare of humankind. (Kubie,\

1965; Moore and Anderson, 1969; Illich, 1971;

Rogers and Stevens, 1967; Kohlberg, 1971b)

Current Needs and Changes of Society

The major characteristic of current American

society is charge. Toffler's book, Future

Shock, (Toffler, 1970) dramatically documents

many specific c angel ane. the fact of general

social change. Knowledge is increasing at

geometric rates. People travel faster, farther

and more often. More things are created, produced

and consumed each year. Mass communication media

proliferate awarenesses. McLuhan proposes that

the medium, itself, has become the message.

(McLuhan and Fidre, 1968) The behavioral and

philosophical referents of the culture adults

are experiencing are different from those of the

culture they were born into. (Kariel, 1969) Our

very understanding of the nature of change is being

altered. (Bennis, 1969)

The Nature of Change': Societies have

experienced major changes in past historical

periods. Evolutionary cultural and/or techno-

logical event§ hail always impinged on the status

quo societies. In Lewinian terms (Lewin, 1951),

a society typically unfreezes under such pressure.

It alters roles. organizational configurations

or societal arrangements to take advantage of,

5



accommodate, insulate or isolate the effects

of these events. Then it refreezes into a new

status quo for decades or centuries until the

next such event occurs. Gunpowder, the compass,

Aristotelian logic, concepts of Christian

relationships, mass production and digital

computers represent such events.

The current period of change is different. Dynamic Change

Cultural /technological evolu*tIon has brought

people to a stage of creative and destructive,

capability. For the immediate future, increasing

rates of change will be continuous. We cannot

expect to "refreeze" for decades or cent ies into

fixed roles, relationships or organization_

This'time, people need to achieve a more funda-

mental kind of change. We must learn to Under-

stand life in dynamic, rather=than static, Ways.

(Jung, 1971;,Erikson, 1950; Erikson, 1959a)

Lewin's concepts of dynamic, quasistationary

equilibrium give people much more powerful ways

to conceive of, and deal with, the forces in.

their lives than the more traditional "static"

concepts oyqu'llibrium.

The basic given of past philosophies, that

ultimate creative and aestructive powers are not

in people's capability; is open to reinterpre-
t

tation. A new level of understanding of what_

it means to be alive is demanded. An error can

now mean total destruction. Progress will neap

continuous pluralistic life styles, with

increasing creative interaction of differences

as people, ultimately, populate the entire univers.

We will move beyond the value for merely toleratingk,

differences to a value for interdependence that

recognizes how the interaction of differences

generates the evolution of cultures.
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New Kind of Some Implications of Current Societal_92293
Person Needed

Societ in the past needed individuals who could

fit its relatively fixed roles and organizations.

Society now needs individuals who cah move in and__

Out of roles, create new ones, operate organizations

which continuously set new kinds of objectives and

utilize new kinds of resources. It needs people-

who can retrieve and utilize new kinds of resources.

It needs people who can retrieve and utilize

changing knowledge to deal with evolving issues

and problems. It needs people who can move in

-amd out of relationships without losing the human

meanings of relating. It needs human beings to

move rapidly along the continuum of their social-

psychological self-development so as to realize

the advantages, and avoid the dangers, of today's

capabilities.

American youth today are fundamentally dif-

ferent from those in any era of past history.

(Erikon, 1970) Their philosophical perspective

is imbued with the awareness of society's ultimate

creative/de-structive capabilities. (Kohlberg, 1971a)

Their perceptions are bombarded with relativistic

awarenesses. (Perry, 1970) They are thrust'into

existential dilemmas before having a chance to

evolve beyond stereotypic and opinionated selves.

They,c'annot avoid a questioning of values that

perplexes their elders. They have more need of

hplp, and receive less help from,.adults than any

generation in history. There are no adults who

grew up fn the kind of world which they face.

Polarized COnflict Between adult and youth populations, polarized
Between Youth.' .

conflicts, confusion and miscommunication tend to
and Adults
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meanings of human experience. (Schindler-

Rainman, 1972) There has never been a time when

adults could gain more from learning through

exposure to the -potentially exciting, relativistic

perspective of youth. Adults must learn to

maintain their adulthood while simultaneously

entering into a kind of,peer relationship with

youth in the role of being learners. Each can

learn ways to support the other, with special

attributes to offer,'in being learners,

Reactions of Today's Youth. When an adult's

help is not available, today's youth are reacting

with a range of alternatives. Some move ahead

in perplexity. Some "-cop out" in drugs or hedon-

istic efforts to escape their awareness and the

responsibilities that it implies. (May, 1958)

Many are breaking through to more advanced levels

of-self than past generations have achieved. For

example, Perry found that entering Harvard fresh-

men in 1964 were one stage beyond freshmen of

1958 on the nine stage dimension of his model.

(Perry, 1970) Kohlberg's data show that this

movement is occurring in cultures such as found

in Turkey, Taiwan and the Yucatan peninsula of

Mexico as well as in the United States. The

developmental models are definitely valid across

cultures. While_ the substantive orientations of

individuals naturally vary, the dynamics are the

same. (Kohlberg, 1971b) Some youth glimpse the

creative ideal, but demand it from a stereotyped

self-orientation. This latter orientation might

well characterize today's "Yippie," who demands

that everyone "be free" according to some

stereotypic definition.
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The Value Position of the Improving Teaching

Competencies Program. If a free system is to

endure (or, more accuratei7, finally be achieved)

society needs these youth toacLieve development

of a CreAive Self. The individual would then

have the orix_mtation of interdependence, shared

responsibility and value for pluralism. The

Improying Teaching Competencies Progrp.m tpkes,the

value position of advocating such achieveinent.

Adults who believe today's conflicts are

essentially the same asthose faced in the past

contribute to destructive polaripations. Other

adults acknowledge change but exhibit a response

of immobilized ambivalance which Lippitt suggest

is a form of internalized polarization. (Lippitt,

1972a) All the usual problems o'f adolescence are

added to the differences of perspective between

stereotypic and opinionated adults attempting to

deal with.youth who are moving toward existential

and creative selves. Such adults not only can't

help the youth, they fear them and fight them as

they misinterpret their behavior. Kohlberg reports

that, while increasing numbers of 'youth are moving

to advanced stage's of "moral" deVelopment, most

teachers are only in stages three or four, and

only ten percent have reached the final sixth

stage. He further reports that an Individual who

stays fixed in a stage for too many years loses the
tti

capability of moving to the next stage. (Kohlberg,

1971c)

Lag Time between Cultural Evolution, Individual

Self-Development and Societal Transition. This

is a time of frightfully difficult societal transi-

tion. Culture and technology have achieved ultimate

destructive and creative kinds of potential. For
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These are dangerous, as well as exciting times.

They dictate certain needs that society is only

beginning to recogr,7.

Some Current Needs. Lippitt and Schindler-

Rainman speak of a need for greatly increased

intrapersonal and interpersonal interactions and

linkages. (Lippitt, 1972a; Scnindler-Rainman,

1972) They say individuals need skills, ways to

make action commitments, and ways to relate to

their selves which provide a sense of potency in

their lives. They note that, beyond achieving

awareness of alternative responses, individuals

need to gain awareness of how to take advantage

of using alternative resources and the awareness

of their personal potential for having influence

in their world. They include the need for school

systeMs to become more interdependent with all

communit resources. They Join others such as

Miles in identifying a need for increased "problem

solving adequacy" (Miles, 1965) and increased

teamwork versus tne tendency toward provincialism

and drawing of destructive boundaries by those

who fear change. They agree with Mea2 (Mead,

1970) in believing that most adults need the

security to see themselves as "pilgrims" in this

new kind of world. Adults must look toward a

kind of "peership" with youth in learning new

ways tc create meaning in life.

Ne-,ds Society Has for Its Public Schools.

The purpose of a system of public education is to

maintain society and assure that each member can

gain competencies to achieve a desired role

within the limits of his or her abilities.

Considering all that has been presented from the

perspective of the value posit on taken by the

5

Need for
Increased

Problem Solving
Adequacy
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Societal

School Needs
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Improving Teaching Competencies PrograYn of the

Northwest Regional Educational Laboratory, the

following list of needs has been ident fled.

that society has for its public schools.

1. Assure that each student achieves t se

minimal knowledge, skill and attitudin 1
competencies necessary to become a
participating, contributing member of

society

2. Individualize learning experiences in
terms of readiness so as to maximize
efficiency of development of each
student's human worth

3. Provide learning of knowledge and skills
that is reasonably up to date

4. Assure that each student, according to
his or her own abilities and personal
style, learns how to be an effective,
continuous learner

5. Personalize learning experiences in terms
of relevance so as to contribute to each
student's sdial-psychological self-
development and achievement of human

dignity

6. Assure that each student becomes aware
of, and skillful in, selecting the
behaviors used to derive personal
meaning for what he or she is learning

. Take advantage of technological advances
as it is economically feasible to acquire
them

8. Support teachers in flexible use of
resources to individualize student
learning experiences

9. Employ management procedures to use
resources flexibly according to individ-

ualized need of student

10. Cooperate with community and home based
learning opportunities as complementary
to those provided in the school



11. Include new kinds of objectives in
response to changing societal needs
and utilize new kinds of resources in
response to changing technological
opportunities

12. Use educational resources to maximize
learning alternatives consonant with
economic efficiency so as to contribute
to each student's learning the oppor-
tunities and responsibilities of human
freedom

13. Be operated by educators with process
competencies that define "dynamic"
(Moore, 1969) human perspective which
is the overall outcome their pupils need
to achieve

The Derivation of the
Improving Teaching Competencies Program

Th- 'Improving Teaching Competencies Program

is derived from these areas of need which changes

,n American society and its youth have placed on

the system of public education. The first three

needs demand development efforts beyond the scope

of the Program. They call for new materials to

be produced, and related training provided for

educators, as new knowledge and technological

resources emerge throughout the foreseeable

future. Educators will always need to be learning,

and relearning, new knowledge and ways to present

it.

The last ten needs call for educators to

gain competencies in areas of procedural skills.

These will bring fundamental improvemer,ts in

the ways schools arc operated. Once thee

process skills are mastered, the educator will

not need to he continuously learning in tnebe

arenas. His or her school will be able to change

to more dynamic operating procedures and to

45



maintain them. There appear to be six areas of

these process skills concerning the ways

educators:

Areas of 1. Can help students to become active,
Process Skills responsible learners

2. Can interact face-to-face with pupils to
support student learning efforts such as
making personal meaning out of experience
as well as recognizing their own styles
for doing this so students can be respon-
sible for improving their own efforts

3. Can use the different problem solving
processes appropriate to achieving
improvem4ts that are technical, theo-
retical or philosophical

4. Can work ,nterpersonally in effective and
efficient teamwork relationships

5. Work in or with the school staff to help
it achieve organizational functioning
which supports use of the other areas of
procedural skills; evidence indicates
that such help is essential to the kinds
of needs and improvements that have been
identified

6. plan to use their process competencies,
once acquired, to utilize locuily av?il-
able resources to best meet unique ioca
needs and desires

4 6
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Chapter II
A

People probably misunderstand things that happen in organizations

most ffeguenLly because they fail to view them in their larger 7,.:ntext.

It's the old problem of failind to see the forest for the trees. Another

analogy would be a forest where the elimination of one life form has

serious con.aequences to :other life forms as the ecological balance of

the system is upset. Like a forest, any organization is a system

of interdependent parts. When viewed as such, otherwise perple)iing

problems begin to make sense. A major contribution of many organiza-

tional development consultants comes from the ability to help clients

understand their organizations as systems.

Definitions and Concepts of Systems

A c'jrtcn has ti,:o or more pa,ts that function individually and

in relation to each other to realize a purpose. Thus,%the circulatory

"system" in a person includes the heart, arteries, capillaries and

veins whose collective purpose is to move blood through other systems

cf the body. If we took away any one of these parts, the purpose

of moving blood through the body could not be realized. It is the

interdepent1iice of functioning needed to realize the purpose which

defines Earts which are included within a particular system.

349
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Any part of a system which is, itself, made up of parts, is

a system within the larger system. It is a subsystem of the larger

system. Thus, the universe is made up of many levels of systems

within larger systems. For example, the circulatory system and the

digestive system are both subsystems of the human body which is a

system. Although they serve different purposes, these subsystems have

some direct influence on each other as well a: being indirectly depen-

dent on each other for survival of the body to which they belong.

Main concepts include systems, subsystems, levels of systems and

parts interdependent in providing a common purpose. Subsystems

have an effect upon each other. In turn,, any ono of them affects

the existenc8 of the larger system to which they belong. These are

central corcepts in understanding and helping an organization move

toward a desired purpose.

Human Systems

A llir,an system is defined as one or more persons those functions

are operating interdependently for the purpose of providing growth

.in expression of individual needs as defined by Maslow. Maslow (1954)

identified needs which are distinctly human as being in a hierarchy

which can emerge for the individual through his interactions with

others. The form these needs take and the extent to which they emerge

is determined by the individual's hereditary uniqueness, the particular

culture one is a part of and the nature of one's interactions with

others. As the individual moves toward a total range of human

awareness, his or her needs expand through the hierarchy of those

which are physiological, safety, love ,nd belonging, self-esteem,

self-actualization, cognitive and aesthetic. Once again, systems

are human to the extent they provide for individual growth in

awareness and expression of this hierarchy of needs.

The diagnostic matrix of human systems (lino, 1976) includes

the individual dyadic relationships that develop between pairs of

individuals, small groups, organizations, communities and societies.

People have used unique capabilities to develop the higher levels of

human systems which in turn have supported evolution of the higher

levels of human needs. By creating organizations, communities and
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societies, the conditions have beeniprotectel,by which a system

grows and new levels of potential gradually have evolved toward which

a system can grow.

Growth, Evolution and Maturation of Human Systems

Three conceptis have major importance in organizational develop-

ment work. The first is simply the concept of growth. A human system,

. at any level, goes through rather predictable stages from the time

it is formed until it dies or is ended. For example, Gordon Lippitt

(1969) describes typical stages in, the life cycle of an organization

just as developmental psychologists such as Erik Erikson (1950) have

described them for the individual. As it grows, a human system can

add continuously to the number and balance of functions it can provide

itself. It moves through stages such as birth, infancy, childhood,

adolescence, adulthood, mi *ldlescence, old age, senility and death.

(See Figure 3)

The second concept concerns ei,olution. Each human system appears

to be evolving through similar kinds of phases, but at different

rates. These phases Dave to do with the system's way of understanding

its own identity, or its "self," and its corresponding way of

experiencing the world around it. It can change in the characteristic

way it functions. People have evolved from au animal kind of aware-

ness in which individuals simply react to internal feelings of need

and the stimuli encountered directly in their world. A new kind of

identity and way of experiencing was introduced with early societies.

Pebple began to understand themselves in terms of simple, stereotypic

roles they expected each other to fulfill. As societies became

nations, differences of experience became recognizable and formed the

basis for a more complicated kind of identity. Recognition of

individual, personal kinds of experience led to an opinionated way

of experiencing one's world. In the past century, technology has

brought the awareness of,cross cultural, relativistic ways of experi-

encing the world. This has introduced a self-understanding that takes

one beyond the limits of stereotypes and opinions. It i both a

freer and more confusing way to experience. It has.' been labeled

existentialism. The stage of evol,Ition that humanity seems currently

tj
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moving into is characterized by ultimate kinds of creative and

destructive capabilities. It makes possible, and necessary, an

ultimate acceptance of.responqibility for what individuals let them-

selves become and the effects they have or the world around them.

Tri summary, these evolutionary phases of human understanding

are 12111-al, stezeotybac, opinionated, existential and creative.

appears to be a period of major evolutionary transition. For the

first time, large numbers of people, especilly youth, are struggling

with existaitial awarenesses and headed toward creative orientation

and responsibility_ (miles, 1964) Human systeps at the level of

societies still tend to be working at the transition from a stereo-

typic to an opin7,aated r se in many parts,of the world. This is

expressed as nationalism and polarized arguments about whose political

and economic systems are best. By comparison, American society

seems on the verge of moving into an existential period in which

many things are reexamined aAid revalued depending on continuously

changing conditions. It is a period of increased freedom and

excitement as well as increased confusion and very real dangers.

The dangers stem from the possibilities of reactionary destructiveness

as well as possibilities of moral disintegration in a period of

open testing. (See Figure 4)

The third concept vital to organizatonal developmkint work is

the concept of maturation. A human system can grow through the stages

of a life cycle. It may also mature through the evolutionary phases

of changing its understanding of itself, its orientation and function-
/

ing in 'ts world. The point is that natant(' involves something

more than growth. A person can grow to adulthood and old age with-

,,ut maturing past a stereotypic phase of experiencing. Maturity for

a human system means movement along the path of growing awareness of

life's-meanings that have been ,volving for thousands of years. It

means corresponding change in the characteristic ways functions are

:,erformed.

These three concept- of growth, evolution and maturity will.be

central to the examination of ways an educational training Lonsultant

can facilitate organizational development.
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Characteristics of Key Function_

development consultant

tc a---rneve and maintain

,apabilitv of the organiza-

,' t 1r, best course of action for

-t his or her work to

1!_ organization, cor

: 1 ,nal ability such as planning

this may be done best in

exi,;ting

tne organization which

,-ta 1, of maturity. At other

in t to change the

ir: changing the

ar-a of finctional

, It may involve training

t ate.1 for of Dlannnq.

: -, ifuremerf of shared

m: !-Ianni s with

if different part.= of the

i;; riate to their. different

1 7, iz

al at

nt pro a yF nerally
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and matorkt 'char-

)t fun,1.19nal

'c

' ; tr. .1- I ion a1, capability

1; :actor in

.iiveloiment con al-
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An 7, c rs

. n int-Ty-nr:icn

Possible
Directions for
Organizational

Consultants

55



Diagnosis and
Organizational
Readiness for
Change

Importance of

Analyzing Key
.FActiens

56

Diagnosis of an orgc-ni,.4tion's growth and

maturity May inc.+cate its readiness for incorpora-

ting new kinds c objectives and resources. The

position taken by the authors of PETC-IIT is that

there are seventeen key functions an organization

must achieve in order to reach the point of

advanced maturity ' it can provide for its

own continuous growt.k and maturational evolutioa

Figure 5, pages 57-63, presents a descEiption

of these key functions at each of the foul phases

of organizational maturity.

While these' seventeen functions are proposed

as key to the organization providing for its own

growth an' maturity, it is not meant to be implied

that other functions are unimportant. In working

with a particular organization at a given time,

the consultant may need to be effecting changes

in some functions -ther than the key one. However,

the diagnosis of the maturity of the organization

is strengthened by including some careful analysis

of characteristics of.ethese seventeen fun:tions.

B1 ,he way, the model of organizational

maturity referred to here is meant to be compatible

witn and complementary to Rertsis Likert's presen-

tation in New Patterns of Management. (1961)

In addition, the consultant should become familiar

with Likert's recent work on assessing profile

of schools in terms of his mooelr Instruments

for conducting sucn objective diagnostic assess-

ment are available from Rensis Likert Associates,

City Center Building, Ann Arbor, Michigan. Other

models and instruments from the work of persons

such as Argyris, Bake and Mouton, Lippitt,

chmick, Runkt,1 and Miles should also be ConsIdereu.

A nibilogrpany is of eared at the end of this book.
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er:Tofoe:11 Solving

A:'.eguacy

Managing
A(!eguaCy

As sh,wn earlier in Figure 5, the seventeen

functions fall into tour categories. These are

Problem Solving Adequacy, Managing Adequacy,

Supporting Personal and Professional Growth, and

Attriblting Meaning to Experience. These :our

categories are elaborated upon in the following

sections.

The Problem Solving Adequ.-cy functions

coAcern whether and how problems are recognized

and dealt with. In immature systems there is

little recognition of problems. There is lack

of differentiation between kinds of problems as

technical (How do we yet from where we ar: to an

operationally definable goal in the most cost/

effective way?), theoretical (How do we objectively

determine how and why things are happening as

they are?), or philosophical (How do we negotiate

basic differences of self-interest concerning where

different parties want to go?). Mature systems

have explicit proce, res for assessing n,eds'and

opportunities in such differentia' terms. They

have shared norms and sophisticated skills in

using 7orrespondingly appropriate problem solving

procedures such as the Corriyan's Systems Appzoach

for Education (1970), the NWREL versiorof action-

re3earch in Research Utilizing Problem Solving

(Ju.,g, 1973), and tne NWREL version of Social

Conflict & Negotiatile Problem Solving (Grath,

1977).

The Managing Adequacy functions are ones

which especially concern personal and inter-

personal factors defining the ways and extent to

which people are able to work effectively

together. it is presumed that other important

vadymemmusa,ft.ili



.-ianaing functions can't move tcward advan-ed

phases of maturity ahead o. those key ones.

Attempts to imIlement such advanced fun tions

break down because of lick of basic teamwork

capability. Combining ieoples' effor's in an

organization necessitates finding ways they can

understand each other, agreeing to norms of

influence arriving at shared commitments in

decision making an:, coordinating efforts in

structures which sapiort and provide api_ropr.ato

rewards t- them.

The functions or Supportrng Person?

Pro`,sslond Growth tend to becom,2 increasingly

important as an organization matures. These

functions shift from w..ys ao otganization mai-

tains its -status quo to ways of enabling itself

to be continuously evolving. In immature organi-

zations, these particular gn,wtn supporting

functions tend to ty, ignored or placed low

the hierarchical structure (e,g., there may be

a small training department within the personnel

division). Activity of this kind is viewed as an

occasional means to an end. In a mature oiganiza-

tion, building in and maintaining a high level of

sophisticated capability in growth supporting

functions is seen as an end in its own right.

That is to say, a central objective becomes the

process of being a continuously _7olving enter-

prise to best fulfill the human purpose for w} ash

the organization exists.

A mature system recognizes, its oroces is a

major product in a world viewed us always becoming.

Growth supportinc, functions In a mature organiza-

tion are given continuous attention by all subparts

and tend to be s ipnorted by high level roles and

Supporting
Personal and
Professional

Growth

65



Attributing
Meaning
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structure. For example, there may be a vice

president of professional, or organizational,

development with linking committees throughout

all divisions and levels of the system.

The functions of Attributing Moaning concern

the ways a system experiences and explains itself,

its world and the relations of one to the other.

An organization may give llp service to, and try

to present itself as being mature in its valuing,

perceiving anl expression of feelings. Its actual

performance of thse three functions, however,

is likely to be limited by its phases of maturity

in the other key functions.

The functions of attributing meaning may be

somewhat difficult to comprehend. People tend to

tal,e ior granted their ways of making meaning out

of expe.ience. They find it difficult to fully

appreciate that others can be experiencing the

same situation diffire'ntly. A teachcf coming

from a school where norms support and encourage

sharing of innovative practices may feel shocked

and confused in moving to one where the norms

treat such sharing as stealing of others' ideas,

as an Indication of lack of imagination and Appr

- integrity. Or, a principal who moved from a

building where the norms supported free expression

of both anger and joy as honest and valued behavior

might run into great resis,ance and rejection

upon acting in this manner with a new staff. A

staff with no experience in open expression of

feelings would likely misinterpret the principal's

motve or assume he or she was emotionally

unstable. Such a staff would be likely to hold

implicit assumption that expression of one's

feelings leads to destructive or vulnerable

8 t



behavior. The': migb. re-ent a 1,r-tived impli-

,:atiot, in the hthavior that their

r,orm of h,--,LAin,; 1.-,a-k was 1,0Ing tnreatc:ed.

_tat_, similar to rguru t, Ix: be used to

piot whet-- liff, rent aspect, of trik- organization

are in term,, of maturity ead, full' t ion.

Wnen asse-,sing 'he maturity of in oruaniza- r- Application of
Matrix to One'stio, one might expect some dIffere -es lu phases
Own Organization

between different key fundions at ,ny given time.

For example, the organization may be a phase

'ahead in one kind of probiem :'olvinu as comp:red

to its. development in uoinu other kinds of

problem ,-;01vin4. The functions of valuer:-;, per-

cei 'Inc; and expre,,sing feelings are least 1)kly

to De at phas.: ah,ad of other key functior.

Study Figure Fages :7-63, by applying it

to an organization you are well acquainted with.

for each key function, whi-h phase mo-, nearly

describes the maturity of the orgari.ation you

have in mind? Remember, tl-c figure is meant tc

apply to the total organization. If you are

thinking of an organization that 1, large and

complex, you will probably find it ;,ec.esary to

make some further distinctions as you work. For

ins' rice, you may wiz;11 to discern the m,turity of

each of several divisions of the organization

before thinking about what th1:3 implies about the

maturity of the total organiz-tion. cr, you mcv

wish to determine/the maturity of key individual,

or subparts (groliv.) in the organization for each

function. You may wish to di_4tiniul,h

maturity of other =.ommunity grou:s t,

th(- edocataor 11 or;:nization with wnirh you art

workit$1.
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may often he that making such distinc-

tions will lead to the,most helpful action

implications in your organizat_ nal development

work. For example, you may begin to help "our

silent avoid working toward advanced forms of

functional capability that its community is

not yet capable of understanding or accepting.

You may begin to see priorities for work on

certain managing functions before moving too

`ar ahead on kinds of broblen 'solving. You

may avoid the error of considering your

client as generally having an,advanced

maturity in certain areas when it is reAlly

only some subparts of the client for whom

tnis is true. Noving such advanced subparts

anead may procipirate disaster other

subparts are not brought more into balance

first. As you riAtiew Figure 5, identify

potential action implications for the

organization you have in mind.

The Concept of Organizational Health

Two factors determine the health of an

organizatior. The first concerns organiza-

tional purpose and effectiveness in relation

to huma" 'eels The secom! concerns organiza-

tional strength. Figure 7 ilastrates these

concerns.

An org ization is healthy to the extent

that its pur.,ose supports the needs of human

anl, at the same time, provides environment

which is healthy .7)r humans to he a part of.

Ts. ,y ii-Azatior proi.ares a Irodu-t

ts mi_et ) t,eed f human In this

la ; hrncr twarer I iI d,.;

Action
Implications

In OD Work

Purpos and
Effectiveness
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AN ORGANIZATIoN IS HEALTFI?)

4

ts PURImSE is aimed at

Rt.AL HUMAN NEEDS

of CO.SU:1ERS ,no

r.,:.:eive its products

of its own PERSONNEL

and ir s

EFFLCP1:E
in nee!_ing tho,,e need3

and it is STRONG in terms of

ADEQUACY
and EFTICIENCY

of its FUNCTIONS

I'
not being VULNERABLE FLEXIBILITY
to the influence of and
ARBITRARY FORCES DURABILITY
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organizations trying to snrt,ive by convincing

the public their products are needed when this

is not really true. The health of such an

organization must be considered precariois when

it's possible tha- at any time tne public might

see through the false claims and refuse to

provide further support.

An.organization must be considered equally

unhealthy when it fails to meet the motivatIon,.1

and morale nec4s or those who work in it.

(McGregor, 1060) The more human people become,

the more Important it is to them that their

contributions as members of the organization are

meaningful and recognir,able. The productivity

and creativeness of employees in an organization

generally relate directly to c.nese fact9rs. If

the organization does not provide an environment

worth living in, initial inefficiency and eventual

ineffectiveness in realizing its purpose become

inevitable.

An organizaticn whose product meets valid

human needs, an,' whose environment provides for

the human needs of the individuals who op rat:

it, may still be unhealthy becau;e it lacks

organizational strength. An organization is more

than a collection of individuals. It.is the way

those individuals behave interdepl,ndently to

realize larger purpose of the organization.

They must have a common commitment to that purpose,

and combine their abilities in a coordinated way

that can achieve that purpose. (Barnard, 1968)

Organizations were invenceo to reall-e purposes

larger than an ineividual coald accomplish. Ten

thousand individuals, each working in an entirely

autonomous manner could not have built a pyramid- -

or a space rock't. By combining and coordinating

71
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the different. special talents of large numbers of

pt..oplebyfgetting organizedthe group provides a

range of functions in a more sophisticated manner

than any individual is capable of. People can

thug- achieve larger and more complex purposes

through the formation of organizations which include

a broad and complex range of functions.

An organization's strength is partly a matter

of the equ'a-Z:y of its functions in :elation to

Its purpose. This idea of strength relates closely

to the definition given earlier for the concept of

"growth" of an organization. The "adult" organiza-

tion was defined as-One which has a full range of

coorc ,..cd functional capabilities needfd to

achiel .ts purpose. Strength is partl.,1 defined as

functional efficiency. An organization is

strongest when it includes all the functions it

needs for Its purpose but no more than it needs.

Further, it is strongest when each function as

provided by the hest operationiq characteristics

e.g., skills, procedures, norms, values, etc.)

consistent with realistic requirements and con-

straints imposed by the larger community and

societal context of which It is a part.

.ere is en obvious correlation between growth

ane. strength. The "childish" organization lacks

:,ome functions and is thus weakened. The "adoles-

f:ent" organization has not achieved tbe strewth

of balance among its functions. The "senile'

organization is weakened by retaining functions

no longer needs and inefficient procedures for

providing those functions. Put, within any ,rowth

stage, then', may he more or less strength of a

function in terms of the f-fficien=y with which it

is provide 1. Also important its contribution



to the current balance of functional efficiency

for the organization as a whole.

The organization is also strong to the extent

that it is not vulnerable to arbitrary forces

which affect the quality of its product. Its

environment for its members, its range of func-

tiohl capabilities or its efficiency. Vulner-

ability whicn affects strength can also take the

form of outsiders being able to enter the bound-

aries of the organizational system and affect its

internal decision making at will. (Thompson, 1967)

Althougn'such entry can sometimes have positive

results for a system, a system which cannot at

least negotiate the entry of an external agent

is open to a hign risk of intentionally, or

arbitrarily, destructive effects.

Finally, an organization is strong to the

extent that it is flexible and durable: Flexi-

bility and durability relate otiosely to the concept

of ma,_urity introduced earlier. An organization in

the stereotypic phase of maturity has quite inflex-

ible boundarie& as well It ideas about what it

should do and ways ill should proceed.

it lasts only as long as these fixed ideas

result in a product acce2table to its consumers.

As an organization moves to the Opinionated,

Existential or Creative Phases of maturity, the

different dynamics of boundaries and decision

making represent increasing flexibility. The

Existential Phase may present the greatest

appearance of flexibility, but not the greatest

durability. The orientation of openness to "try

anything" of the Exi<='ential rhaz-; can be self-

destius:tive. It 1,71(c ability to be flexible ,i,

pu'linq tact' tning,, if they appear to be a

Flexibility
and

Durability

71



mistake. It also lacks flexibility of rearranging

and coordinating resources because subsystems

within the organization tend to each go off in

their own direction. The Phase II, Opinionated,

organization may appear more durable, although

less flexible, than ti,. Phase III, Existential,

organization.

The organization which reaches the fourth

phase of maturity, the Creative Phase,'has the

greatest real flexibility and durability. It has

the functional capability to identify new kinds

of objectives and to change the kinds of resources

it uses in realizing its purpose.

Public Education as a System in the United States
The to'al system of public education in the United states has

many parts. Its dual purpose is to maintain society by preparing

inlividuals to make the society function while, at the same time,

facilitating una-ne growth of individuals to their maximum _apabiliti2s.

When individuals and societies were mostly stereotypic and opinionated

in orientationwhen they saw lire as static and accepted the status

auo as the normal state of affairs-r-it was fairly simple for public

education to realize its purpose. People learned from a relatively

fixed body of knowledge to fill roles that were not expected to change

dicing lifetimes.

Saw, till: world i .0n,inuously oh- suing and humanity has achieved

ultimate kind, Jf cr-a , and desfractive_capability. If public educa-

tion is to retain it pu ,:o se .naintaining society, it will need to

mobilize t be,;tam fur.,tipnally imic in the way it operates as well

as the ut it ne s American cltizens move from a static to a dynamic

state -f 11- These parts r,.tiae from the legislative provisions and

mandates tha' taili-h ear system ,f educatiov, to the pont-

irocesse,-; Ani-h and the many kinds of organizations

that reguiat' and provide service. lu -h agencies irn-lude state depart -

nest s of edui'ation, ac-:reditina agenfiei-, research and development
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institutions, private corporationg producing educational products,

colleges dad universities and local school districts.

On tne local level, aspects of the community are a part of tl-2

total educatio ii system. The community is a resource providing

learning expertences, the constituency that elects the governing

school board and votes a significant portion of operating Binds, as

iarents who ludge the adequacy of the school's product (learning and

growth of tneir children) and as the students themselves who both

receive tne product and operate much of the sc"ool sytem as a

lelirning (or nonlearning!) process.'

Attempting to facilitate organizational development of public

schools, to briny about improved functioning and maintan the

improvements, -will necessitate dealing with the interaction of

farces among these many different parts of the larger system. some

of these forces, such as those concerning power and organizational

politics or the concept of a multiple entry Lntervention strategy,

_11 be discussed later in this volume. Many others concerning

intergroup, interorg2nizational or communit), dynarics are important

to know about, but go b,2yond the !-;cope of th'iS book.

The Organization as a Human System

The PETC-III training system focuses on functional improvement

of the educational organization. The organization is a human system

at a level between trio small groul_ and the remmunity. Most of its

subsystems are ait to be small groups, cash of which provides one

or more functions for tb' total organizational tystem different from

tne other subsystems. organizations in American society are generally

defined legally and registered as corporations. They are incorporated

as profit making such as a bi .mess firm. or not-for-profit such as

a church. Some arc legally provided for in federal, state and/or

local irq,slatiJn sucn as school districtS and city governments. The

corporate charter and/or existing lo)islation defines, and limits,

the purpose for which the organization exist and its responsibil-

fulfilling that purpose. While TETC-TIT will not dwell
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on the legal asoezts of organizations, it should be noted they are

tau foundation of existence of human systems at this 1:vel. This is

comparable to the way colitias are tte foundation of existence of

a human system at the societal level. As they develop, most organi-

zations are legally limited In their ourpo_,e and in certain of their

procedures.

Any particular organization is defined by the uniqueness of its

purpose, its structure, its operating procedures and its norms or

expected days of doing things. For example, a oank has a financial

purposk, whereas that of a school district is educational. Beeween
---

school districts, one may have a p',26ose narrowly defined to the
a _

-..._ .
.--1.--,

three R's of educat.ion while ano0er distrit.,..i.tkore broadly concerned
. .

I

with issues of you h socialization. Crgana.zational structures may
- N.

Jiff as represented by'scroll=like vertical charts, widely-spread
. .

. . .

norilonCal charts or matrices indic,atIng anterchans between rol,_-s
,

4and functions. Within similar structures, opelatinc procedures may
i

1,ary on anything froth curriculum decision making t hiring and f.t11113

Vo Staff. If such things are similar, two'clistri ts. may still vary
/-,

.,

stAkin.q1y. Norms may differ such ,as concerning the forMality of
)

decision making or reeep.tion-of new persjis A.(5 the eystem. if
f e

concerned with the development of organization, start by'

discovering its .uniqueness in the regards rather than assuming
4.

it is like others you have known. You also neei 'to learn abqut its

stage of life and phase, of maturity.

Life stages of an organization really represene,the rarige and

balance of its functioning, relatwe to fulfilling its purpose. When

a new school district Is started, apt, to be limited in its

functional capabilities. "Childhood" lasts as long as it..kes to

arrive,at enough resources to provide all toe functions needed with

toe system. Some isolated schools, or poor urban ones, neverreach,

this stage and have people struggling to provide functions i

inadequate, or "childish" ways. -Once a full,rangu-of funct
/I

ons are

arrived at, adolescence is toe period of brlriginc them n smooth,

integrated balance. middies,unL:e octurs wfien some outmoded functicts
N

are retained, thus iicuating an operational imbalance re.quiring cnange.

Throughout adulthood, the organization Maintain: a,balaricc or...needed
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tnn,tios. ih ola aau, allo,ation :f r,,,ouices to particular functions

may fL=k- r;;41,1 to maintain an organization that fc 1,:nger meets

ion nn human heed:- Stail LLv oc:nr, when functioning becomes

f ioor operation:, or because the organization

go m,tt r.levant n sot need,. When, as a resul', it ceases

to re 0 ve uj ;*, the organization die,. (Peview Figure 3 on p,Ige 52)

Is iddition to stage'- of growtn, the organization will evolve

*o one of the iia,-3 of maturation during Its life. A sc~ool

tnat does thing3 simply "because everybody knows that's

Ui'i.s'a,y, you ,noule operate public ,,chool_-," is in the Stereotypic

Phaj. It may be t-')at many Public schools in our country live in

inose of maturiti- or, more accurattly, even our "adult"gni, t

appear costly to be quite "immature" as organizations.

A shool di,trit_ 1531 is open to arriving at doing thing., in

it own, ,Vi141.1t2 v,a--bas,d on its own exieriences--na- reacted an

Opinionated Phase. It appears that many experimental school

efforts showing up tliese days, althougn at as early life stage,

re moving to this more mature orientation. They exhibit

corresponding kinds of functional cai_ability. Such districts ace

-,till limited by a tendes,y Inc generalizability of

experience of others and objectivity of Lvaluation necessary to

int:, later Creative Phase.

There are as yet f,w illustratim-, in pablic ed.,ation of school

districts moving to an Existential Phase. Some laivate ventures show

characteristics of this phase in bt?ing open to any experiosce as a

valid source for learning. There 1.1 an increase in richness and

variety t learning tsat can occir. There Is release from the stereo-

. typi,: ang oiinionated barriers tnat, nay._ r.-;trictea learning and

i 1::,d undesired side effect% of negative -,1f-appraisal ltd dislike

for Itarntng in many individual-_;. But, ter ally 11c.feaDes

the dangers of indiscriminate posure to uxpetienc that can be

ounterpiryds_civt or de<Ar 'Live. Breaking into the freedom of on

1-xl,tential Phase oricAtation ls nece,:,ar,: to ultimate maturity, but-

should be respe,yted for it,. risk-. An individual who 1; thrown into

deep cater i as apt to drown a.- to discover he or ,:le can swim. An

. individual who is qairwd advanced capability o a swimmer cOt still
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gent into troub \e without equal capabilities to read tide tables and

charts of ocean currents.

A scho6.1 district that operates bylcontinuously altering its

proeedures.as they affect outcomes has reached a Creative Phase 61

maturity.. Its orientatioK and f nctioning are dynamic in that it can

change the kinds Of resources it utilizes to achieve them. The authoKs

of PETC-III know of some exciting efforts to move in this direction,

but do not know of any public school district that fully illustrates

this kind of maturity as yet. One must look to fields other than

education for such illustrations.

As a review of the definition of the organization as a human,

system look at a school district. It's a system in that it has

parts functioning,interdependently to provide a purpose. Its a

human system in that it's comprised of people and functions to realize

a purpose of meeting the hierarchy of human needs. It's a system,

at the organizational level, in that its parts are mostly small groUps

providing functions to meet its purpose. Such groups include

Fa 11-1-CCiesO-fS-

i

cu or academic departments within those faculties,

°administrators, service personnel, student peer groups, neighborhood

parent-teacher groups and the school board.

Most school districts.are'fairly adult organizations in that

they are able to provide, within their staff, the complete range of
/

functions necessary for operation. The possibility for increasing

the balance and/or the sophistication of processes used to provide

these functions is the major concern of the organizational develop-

ment consultant.

The school district's phase of maturity is almost certain to be

either Stereotypic orlOpinionated. Most public schools have not yet

been able to ventuv_beyond doing things in "the ways we have always

done.them," or, on the basis of their
A
own limited capability of

experiencing.

Their purpose is stated legally, primarily in legislation at the

state level. It is frequently found elaborated in the local school

district by a very generalized statement of objectives.

The organizational structure of the stereotypic school district

is represented by the traditional kind of organiz cional chart. It
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1.

shows the school board, superintendent, central administrative

divisions and building faculties.. There may be a written manual of
s..0^

poliAes and procedures, but the organizational development consul-

tant is likely to have to do considerable interviewing and observing

to arrxVe at a Valid-assessment of the.actual bpera' ;ing procedures.
. -

This is even more true fot gaining a valid picture of norms and other

operating characteristics which affect the organization's functioning.

Understanding Any Particular
Educational Organization

Understanding any particular educational organization calls for

knowledge of: its purpose as reflected in its philosophy, objectives,

'

policies and Procedures; its growth as reflected in its balance of

functional capabilities; its maturity as reflected in the character-

istic ways functions are provided; its structureand*norms which tend

to maintain, obstruct or facilitate the organization as a static or

changing enterprise; its degree of congruene.with the, larger commu-

nity and societal systems of which it is a part; and its consequent

health.

An idealized purpose for the overall system of American education -

has'been suggested. This is the dual purpose of maintaining society --

by: (a) preparing individuals to mace the society function wh.ile,

at the same time;` (b) faolitating unique growth of individuals to

theib maximum capabilities of creating pluralistic life styles to

contribute to the evolution of society.

Any particular educational organizatiori may be expected to

fulfill purposes that vary from this idealized du Q. purpose. Local

schools have come to provide,some other major social functions for

their communitites in the past .few decade,s. They provide custodial

care and control of7the young, various kinds of instruction, sociali-

zation of youth through informal, dell as formal aspects of the

institution, and screening and certification of students which act

as a major selection function.

Schools may, or may net, provide those social functions in ways

that support the idealizeu,dual purpose proposed here. To consider

the social functions of schools in an historical perspective

79



can be instructive; diagnostically useful; and, in an era of major

-social chance essential. Most school districts tend 'to see themselves

doing well as they fulfill these social functions bilt do not relate them

to the,dual purpose proposed.as necessary for a constructive future,

Some examples are given in the following pages. First are some examples'

of how these social functions tend to be carried out in most schools at

the presen- t time. Second are some examples of how schools might operate

if supported in fulfilling the idealized dual purpose. Some implications

for prganizational development work will then be noted.

Current Social Functions of Public Schodts

' Public schools are curr ently seen 'a doing a goodjob if they hold

youngsters in attendance at least tarougl senior high school. There are,

few constructirve roles, 'other than studen for youth in our society.

The labor market has difficulty absorbing them even by ,their mid

twenties. Simply keeping students.i,n school,can be an objective which

overshadows issues of t e quality of what they experience while there.

This attitude both free- parents for work and keeps youth out of the

job market. From one value perspective, such custodial care is most

desirable if it is kept relatively inexpensive. There may be many.who

simply want to keep gout' off the streets and out of the labor market

as cheaply as possible:
__- A _-

Most citizens would agree that schools have some responsibility

for their effects on the socialization of students toward becoming

responsible membqrs of society. Reports of social scientists over the

past two decades show a confused and often conflicting picture,of what

actually occurs in a community concerning youth secializatioh, Youth,

socializing institutions such as religious groups, social welfare

agencies, the courts and social control agencies, recreLtion groups,

employment groups and families tend to have conflicting ideas about

desired effects on the values, attitudes, expectations and behavior

patterns of the young, and about who should have responsibiliv, for what.

Each institution wants credit for some desired outcomes. Each

denies more responsibility for undesirable ones, although the family is

most often,cited as the major contributor. It appears that some areas

have been generally neglected by all. Even though there are beginning,
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sicars of change, few institutions are likely to provide dir ct help

to youth in socialization'experiences concerning values ex oration A

contrasted with values indoctrination, in the experiential w ld of

work, politics, consumerism, or in sex and role identity. In a world

A

where evidence shows that youth are becoming increasingly a re of

ex\!tentiaj. dilemmas, a tremendous discrepancy stands out Yetween the

socAkizationefforts that teach youth to stand quietly n line at
. ,

drinking fountains, or to sitfluietly through lengthly written tests,

and the failure tp involve youth in the consideration of the issuesa

of the world of work, politics, sex and others. Such discrepancies

may well result in future disaster.

At this point, society generally expects the schools to effect '

at least compliant, if not cons,ructive growth, behavior, from every
v

child up to the age of 16: In order to provide a milieu that achieves

such compliance, in fact. the custodial demands of a society that

wants youngsters ldrgely separated from adults, there is evidence

that our schools have created a system of youth culture which is

rather historically unique.
Socialization; then, may come to he

. the effect of preparing youth for an extended adolescence rather

than pluralistic forms of adult maturity'

Our schools have always served a major social fdnction of

selection by differentially screening and certifying members of.the

community. This includ's identification of some as incompetent, .

others as dropouts, some as "vocationally oriented," while others

are "college bound." As youngsters "learn the system" and ways to

cope with the desires and expectations of persons in their lives

-Whom they care about, a process of,self-selection begins to interact

"with the system's selection procedures.
4

Presumably, screening and ce tifying occur to increase the

probability that students will exr_rience the 'earning they are

most ready for. Such certificate n also aims" at increasing the

chance of being recognized for things students can validly offer as

their worth toloFhers. Unfortunately, there is evidence that

selection procedures serve other purposts. Diagnoses intended to

improve individualization of learning lead to self-fulfilltng

prophesies of failure. etp14ebirds": are rocketed to dizzying heights

4
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of achieving "mastey'V'of content--most of which they. will not retain

or have any personal use for in their lives. What many of them do

ret-ain is a .confidence in their ability to be influential in their
4

worlds. When coupled with ,redentials,this will later provide most

of them with commanding positions in society.

While the "bluebirds" are being screened "in," other groups are.

being relegated .positions on the sidelines, or ejected from the game

altogether. There is evidence that this selection process rules out

as .many "bright" students.as it rules in. Creativity'is lik ly to be

more of a detriment t9an an as §et in many cases. Explicit at ention
of

is most often given to-cognitive behaviors, whereas affective ones

may re;ate better to satisfaction, in life or ideas of What it can

mean to be a gocM"person. Certification is likely tinclude those

who are academically glib, but functionally incompetent. It is
4

ikely to bar many who could function with great,competence.under

conditions that recognize the personally relevant criteria in one's

life orientation, rather than based on someone else's criteria.

The instructional function in schools becomes deeply entwined

'with the social functions of custodial control: socialization and

o'selection. The learnihg experience provided for a particular child

at any given time may be only partly a matter ofWhat the child needs,

desires oris in any way ready for. The custodial socialization and

selection needs of-the society are likely to far outweigh child-

centered factors in.determining the appropriateness of the learning

experiences provided by the schools.

Increased attention to improving instruction in our schools is

bringing about interaction leween progressive educators and tradi-

tionalists. The conflicts betwen society-centered needs and child-

centered needs are beginning to be ackdowledged. Progressive educators

and traditionalists may both be-beginning to yield some ground to

each ()Ott.. Persons moving toward advanced developmental perspectives -

are intervening with moral issues that begin to supercede the,old

empirical arguments in a world that may not survive qptil the

discovery of ultimate truths or most cost/effective means. At the

present time most instructional experiences in schools are likely to

fit the following description.
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There has been some screening for readiness
of the student to learn from the experience pro-

vided. Such screening fits "the grade level"
assumed appropriate for the student._ _The-student's

previous test scores and obse ved products and
behavior provide some ration?le for supposring he

or she can "handle" .the con ent to be learned.

Assumptions about the appropriateness o2 the
way the learning is to take place are most likely -

to be implicit. This "teaching/learning strategy"
of the experience usually includes such activities
as readihg, sometimes discussion or question-

answering in clasle occasionally some writing

or ptodvction of a- "special project" such as

using magazine clippings or papier-maché. The

learning experi nce is not likely to reflect any

extensive consideration of facto derived from

the student's ltufal background, family life

style,yelt ne ds, desires o' motivational
dispositiont. The socialization effelt of the

learning experiepter-11most apt to reinforce an

expectation that the student's concerns for
relevance in terms of self, peers:or family
culture is not a reoognized or legitimate source

of criteria. There is usually some manner of
evaluatiOn included in the experience. -'This
generajly reinforces a kind of Certification of

the . tudent as an "A" or "B" or "r" performer, a

good or poor or lazy studept, one headed toward,
college,°the trades cr welfare. Whatever the

outcomes of each particular learning experience,

most students "learn" that in order to.receive
a credential from the system, it is much more

important to give "right answers," than to gain
a persohally usable understanding of what is

being taught.

Fulfillin the.Idealized Dual Pul ose of Education

Before working with any particular-school organization, it is

important for the organizational development consultant to have'an

idea of where AMerican education in general may be heading in terms--

of its evolution. Education fulfills one kind of purpose now and

needs to move toward the idealized dual purpose described earlier.

This change would involve a shifttof functions which schools tend

to provide in sdtiety as each local community shows readiness.

It is.quite Possible for a

of its growth o maturity as an

of those purposeful functions'.

school district to improvein

organization without changing

Some OD projects in education

10.3

terms

in terms'

have
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. A,

seemed to be failures because they did not see7-fO effect such

a
purposeful changes. They certainly would seem questionable' if they'

'.

, x

only gtrengthened a pathological system's ability to act deWuctively.

On.the other hand, an OD.project may be a success without having any
3

immediate effect on issues Soncernpg the purpose which that system 4

serves if the OD project contrilutes to eventual ability'tb move

toward the dual purpose needed., The social. func.tions schools'now

- tend to fulfill as their purpose will be Compared' in the next section.

to the ideal ones tow&rdewhich they may move. Then a number cf the

substantive issues dill ba considered as they serve as congtraining

'
and/Or facilitating factors influencing movement.- Keep in mind the

difference (and anticipated relation) between improving a school

.organization's functioning on the one hand and improving the social

purpose (ahich'it provides on the other.
404

Appropriateness

The focus of activity,' as well as the source of criteria for

judging success, of schools that fulfill the needed dual purpose of

education is not found in achievement scores alone: It is not based .

on implicit or explicit,measures of the extent to which schools provide

custodial, socialization or selection functions. The'authors of

PETC -III propose `that schools of the future should be judged-successful

to the extent they provide appropriite learning .experiences for all

students: Appropriateness will need to become defined in terns of

three factors:

1. Readiness in terms-of tlie content to be learned
1.4

2. Relevance in
t

terms of the student's cultural and self

life styles

3.. Meaningfulness:in terms of the developmental factors

of the dynamics of cognitive, moral and socio-

psychologicalself-grOwth

As stated earlier, the authors propose a needed dual purpose

of education ma4taining a chaNing society by:

1. 'Preparing individuals to make the society function

). Facilitating unique. growth of individuals to their

maximum capabilities of creating pluralistic life

styles that can contribute to evolution of society

To fulfill th'-sAdual purpose,
'schools will need to shift from primary

concern fir the other societal
functions mentioned to a ,..:ommitment and
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capability of providing appropriate learning experiences. Advanced

fo;MNOf organizational maturity, defined by the characteristic 'ways

- that functions are providede will be necessary. The three factors

to appropriateness of learning experiences (readiness, relevance and
4

meaningfulness) ane described more fully below. . e .

. The first factor of an appropriate learning experience is readiness

of the student for the content to be learne'd. Does the student have

the knowledge, skill and attitudinal 'prerequisites necessary to learn
wfol

from the experience pkovided? Is a minimal vocabulary necessary

. before discussing a particular subject in a foreign language? Is a

knowledge of calculus necessary before studying certain theoretical

problems of statistics? Must one.already be able to swim before

entering -.he U. S. Navy "frogman" course? Are the prerequisites of

theicontent to be learned really such that'the latter course.should

not include training of "frogwomen!"

The second factor Of an appropriate learning experience is

rgievance In terms of tilt. students' cultural and self life styles.

Does the student have the kind of expectations, aspirations, desires,

types.ofmotivation, or view of self and community that produce

attention and effort to make the..ezperience a profitable one? These

issues, and ones concerning the third factor of appropriateness, were

more fully explored in Chapter I. Relevancy was defined as anything

that has the potential of influencing a change in the individual's

..itial-psychological understanding of self. The presumed learning

experience will tend to lack that potential if it is so foreign to

the world of the student that it fails to gain and hold attention,

If too discrepant, the experience may'ppt only fail to resultir,the

planned outcome, it may result in the student learning to feel

neaative, about the dontent, the teacher, the school setting or the

student's self:

The third factor o appropriate learning experience is

meaningfulness in term, developmental dynamics of cognitive, moral

and social-psychological self-growth. Does the student have ways of

cognizing (ala Piaget), valuing (ala Kohlberg), 'and experiencing self

and world (ala Jung) so the "learning" will include personally

usable meanings? For example, it is generally inappropriate to present

iOu
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a relativistic
A- learpingdidemma to a student who has not 1,et reached

"formal operational reasoning." The student who experiences the world

in terms of stereotypic dichotomies will tend to feel dumb, or see

the teacher las incapable, if the learning experience is not framed "

in terms of right pr wrong answers. Such a student may learn how to

give responses that have no personally usable meaning. *Such a response

evidencegh.that the student hag learned it is more important to

satisfy demands of others than to achieve personally meaningful

understandings!

The student faces a seemingly paradoxical trap in striving to

attend to this third factor of appropriateness. Meanings in learning

experiences will be maximized if they are congruent with the student's

current stage of developmental growth: /But, if always limited to this

congruO.ce, the student may be blocked from moving to the next stages

of developmental growth. It appears that growth is blocked both by

experiences that stay where the student is and by experiences whidh

arc too far advanced. Meaningful learning is facilitated by congruence -

of experience with growth stage. Movement to the next growth stage

1)results when the student has the freedom and energ ..,/-Y tcrattend to _

exploring learning dilemmas one stage beyond his current capabilities.

The factor of meaningfulness" includes both kinds of consideration.

Figure 8 indidates'the difference between t.le social functiqps

schools are Primarily concerned with now compared to future focus on

appropriateness of learning experiences. Some major-factors that may

donstrain or facilitate schools moving toward the proposed dual purpose

are indicated. They are dekribed more fully In thtollowing pages.
.

The major point to consider here is that organizational development
6

work is concerned with the health, growth and maturity of educational

systems in relation to their fulfillment (:), human_purpose.
-7,--

t

One works to build in and maintain increased functional capability

of an organization 'so it can better fulfill its purpose. It is.

.therefore necessary to have a clear conception ofwhat that purpose
4

is, and what.%you care to see it become, when working with any

particular educational Organization. ';here may be many-valid reasons

why any particular organization currently operates toward'a purpose

different from the idealized one proposed in Figure 8. Your own
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0 I Current Limited Purpose

co

Now, schools tend to be
'Concerned with social

functions;

-,Cuatodial care and
control
Instruction empha-
sizing achievement
without meaning
Socialization for
conformity

Selection through
screening and
certification

Given that schtsols tend

to be in early phases of
organizational maturity,
these &incerns operate
to define a purpose other
than the dual one proposed
as needed in a changing

society.

External Constraining Factors

Societal and community, expec:

tations and demand's for
functions other than the

ideal one

Lack of maturity of different
groups and conflict based
on these differences

.,Reaction to change and un-

successful past ef;prts

at emprovement

Investment in existing system
as well as inertia against

movement

'Internal Constraining, Factors

Desire of Sc e to mAiritain the

existing system and othea,s'

inettia against movement

Lack of.concepts: skills,
methodologies and other

resources

Lack of enough mature

individuals

Prevailing structures and
norms

Naive means of coping with
newly surfaced confli

Organizational
Development

Concerned

With

Mature

'Educatiinal

Purpose

. Potential of Mature

Factors FacilitatIng..Movenent Educational Purpose

a

External Facilitating Factors

Societal and community demand's
for improvements as well as

inertia to continue movement

IncreAing maturity of some

groups

.
Increased knowledge and ways
for gaining new skills

Increased resources'

Zs terra! Facilitating Factors

Demand from some for incieased
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conception of an idealized purpose also may differ. As an'

organizational deVelopment consultants, you owe it to your'clients

and yourself to at least. work at being explicit, about purposed you 0

envision and value. They become the basis for a rationale in your

efforts to, influence ,or refrain from,influencing,oZganizational

change in any givdn instance.

The health of the organization may often demand attention. to

growth before much can be done abo'nt advancing maturity. The

consultant may be striving for a better balance of functional.-

capabilities in ,Working toward organizational maturity. Whatever

is called for in a given instance, there are many factors which may-
.,

constrain or facilitataan organization in its efforts to move

toward bettei>'fulfilling its purpose. These factors are both
c

external and internal. hey are both historical'and particular to

the forges operating.in a given time in a local setting.

There may not be any test way to deal with, such factors. Each

local situation can be unique. One orientation is that the consultant,
,

and ultimately the client, needs ways to understand and ..influence the
4 ,

dynamics of local situations in order to cope with substantive issues.

Processes, are used to provide, and alter functions. Factors such

as the following ones may always exist in ,some"forms: The presumed

need ii'for dynamic' ways to deal with them.

-External Factors Constraini111212,921.Impsoyement

1. Society expects its school% to maintain its traditPons to the

extent of influencing them to be tradition -oriented organizations.

More than mast instttutions, the public has tended to bfsuspicious

of change -in the schools.` Most citizens spent many,years as students

thdmselves., They maintain strong normative expectations. '.

2., As-employees of,public institutions, school personnel have

generally been expected to present a "perfectionist" model ink their

. 1
community. The values of the dominant culture must be personified -

in those .who are public modeld for the Young. There has beenqittle

tolerance for human frailty,.or even 'cultural deviation, for school

_personnel.

3. Schools are poj..itical ontisties with control by the cultural

majority. The "melting pot' ideology has prevailed rather than,a
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ditt..-teni.:1-:. Evidence indicating

t2 ;1,- z_r_=aressed b,-yond mid-point in

vall11!!. t;',1- fear of school personnel

irttf-re-7es.

4_ are --n- _.f a nsirter of institutions in their

scs-ializaticn. There is little.

:-.1-1:tation between 'hem. Assumed norms concernin

r- ry inn-II:It each institution from

takino .1-=*_,_;7= Ili i.tentiall-,7cr-r-:yersial areas of youth needs.

by the :ultural maiority, schools

t- r :-.;!? and speoial interest groups in the

peo;-__e experienf_e thyir best interest to be

a rIlAl.t orsand wnere problems are avoided and

ty tiking rin'ss in confrontinu them. The various

a,s .;,-FliistiateA,:problem solving

t7, t!%-t! fhc7.01.S. concern for netting

nUnt--t-r' --iivlasals in -.-ommun,ties having early phase

1:1;-reVe =ocial r,Drms on issies a-uch as

-bi)lren ocm1ng toaether from all groups in

a fc-ms of attack for those

:erned In.:tead nt si-hools supporting further

easily influenced to maintain

m,1 nanity and survival of those

-cfate

Mt-re . _at hetw-en voutli who grow up to

a-, telativistio terms and adults who have more

peit-pectiv.o. For the most part, communities,

and at lar-7e, iat', to se, a need for school-; to be concerned

ievel-Imen.lal growth of yD°irla citi :ens.

_ally, has-place-3 a higber value on schools

It.arnino as compared to carr,r

1:tarl learninO.

ed.-_-ational growth tea fl iowing World War II and Sputnik

it';Illy me.re and "bettr" of the same. This tended

Ase !%--
many practices.-v
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10. States and communities have an enormou sapital investment to

maintain in their school system. A significant dollar flow in any

local community relates to the schools and school personnel., Any

major change in procedures, roles, equipment or physical plant can

have significant economic implications to taxpayers, dollar flow

or capital investment.

11. Institutions of higher education have typically maintained a

traditional influence throughout all other levels. They tend to

perpetuate an atomistic (e.g., sepatation of academic subjects)

approach and a kind of credentialing based on stereotypic profession-

alism (e.g., training and rewarding based on implicit assumptions

that roles, tasks and knowledge won't change).

12. A period of ill-planned and badly implemented efforts at

innovation during the 1960's has left many educators disillusioned

and understandably resistant to further risk taking. It has greatly

increased federal and state involvement in local schools, public

visibility of-critical aspects of school functioning as well as

conflict and uncertainty of control issues.

13. .There 'has been a fast growing industrial-federal-school complex

of interests with its own inertia for maintaining uncertainty and

conflict in education. Many new kinds of jobs and products have

been created, arousing new self-interests in'tBeir perpetuation. .

It is not surprising the local educators argue thdt the money spent

in industry, government and nonprofit organizations to "improve"

education could do a lot more "improving" if put directly into the

hands of local schools.

14. In contrast to the preceding factor is the reality that resear

and development for education still-represents only a fraction of a

percent of the amount spent on or for education. 'anrother fields

it represents from 10 to 20 percent or more. Ieeducation

increasing amounts of money are spent locally "doing" with seemingly

-da-ttle attention aimed at gaining, knowledge of what is being done.

15. illieappear to be powerful economic interests in both labor

and industry that-seek to keep youth out of the job market. These

interests support schOOls. as a custodial holding ground for youth

at as low a cost as possible. They oppose higher school costs

\s
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supporting the "quality" of developmental growth of individuals,

not recognizing this as corollary to their economic interests.

16. In contrast to the preceding factor, there appear to be

growing numbers of humanists and antimaterialists who ignore or deny

material needs of a society's capability in becoming more humane.

A reaction against economic interests can lead to digressive conflict,

or withdramil from participation in the greater society. The

constructive resources of many young adults may have been lostito

the polarizations of soipl issues experienced in the 1960's. It

seems doubtful that either extreme materialism or antimaterial ism

can move society and its schools ahead constructively.

17. Practices of national text publishing organizations appear to

be a restraining factor. While many may sincerely want to support

educ -tonal improveMent, it is unlikely they could survive a unilateral

effort to underwrite the costs.of the kind of transition that fac...

Ametican education. There is only the beginnning of recognition

aniong school.people of the kindst'of teaching and professional

fining products needed for moving into a dynamic form of education

for a world of change. There is even less awareness among the publics,

Publishers who have made pioneering efforts have lost money. They,

therefore, tend-to fal4 back on textbook approaches that are finan-

cially safe. This both perpetuates past practices and denies the

use of resources needed to initiate improved ones.

18. There are many kinds of fihancial inequities throughout the-

educational system in the.United States. These exist between

geographic regions with different _lthnic groups where incentives and

opportunities vary. Resultant losses range from the-undeveloped

potential of individuals to energy spent in destructive response to

conflict.

-19. "Taxpayer rebellion' has become a common phenomena in local

communities across the country. This seems related to economic and .

social c'onditions other than just concern or negative views of the

schools. With seemingly little control over inflation, other forms

of taxes, decisions on racial matters, or the credibility of politi-

cians, citizens can make their power visible by voting on local

school matters. While some of these votes undoubtedly reflect a

40'
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concern for school effectiveness, the extent of influence not clearly

related to quality education has become a major constraint.

20. There seems to be a lack of clear image or consensus in tht

.
minds of local citizens as to what may be needed in the way of

educafi-dni imprAemrent-. As reflected here, there is s-a need for

a massive "retooling" of educators to give tOkiem_a dynamic vision of

human growth as well as process capabilities to support it. Society

generally seems to instill hope for static, atomistid solutions.

this is understandable, knowing the limited developmental maturity

of the majority of adults.. It is untenable, knowing the more advanced

developmental perspectives being achieved by increasing numbers cif

youth and-the ultimate kinds of Creative and destructive capabilities

of societies. This lack of recognition and commitment of the American

people to a thorough retraining of its educators is probably the

most serious constraint to organizational improvement. On moral

grounds alone it seems a decision could be-made to give educators

the capaoifities Of supporting youth to move ahead on the creation

of a future.

Internal Factors Constraining Organizational Improvement

1. The single most important factor within-the schools that

constrains them from moving toward provision of mAe appropriate
\

learning experiences for students may well be the lack of ability

to adequately Asse3s outcomes., Pressure on school personnel for

greater cost effectiveness, or other kinds of accountability, tend

to be translated into'actions to produce higher levels of adacemic

achievement without respect to studenerelevance or meaningfulness.

- Lacking methodology to do otherwise, the best intentioned teachers

may succumb to protecting themselves from these prAsures in ways

that are counterproductive and destructive for students.

2. Many schools' still feel a pervasive influence of staff or

school board members, who represent a desire to have schools maintain

the social functions of custodial care, selection, and traditional

forms of socialization and academic instruction. Even among students,

those who succeed and gain some power in the system, often come to

uphold the norms perpetuating emphasis on these functions! They

may tend to contribute to some other students, and even staff members,

becOming "push outs" frail the system'.

92
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3. Tradition-oriented school personnel are unlikely to see

community resources and settings as offering learning experience

op66rtunities.for, students. One common argument for lack of active

collaboZations is professed concern for legal responsibility.

Societal norms of. competitiveness and fear of confronting issues of

control may be more valid-underlying factors.

4. The orientation of school people has historically been reactive

rather than proactive. Many still think of the public schools a

recipients of innovationthe end of the pipeline -- rather than 1bFal

generators of it. In fact, there is much evidence of local inndva-

tiveness in,American education. But it tends to occur in isolated

lays. Local innovators do not recognize the generalizable merit of

their efforts. Without expectations and mechanisms-to support trial

of adoption,, adaptation and spread, even "the teachers next door"

tend to await:aeliverles rather than seek alternatives. .

5. Evidence indicates the majority of educators have not'progressed

to.advanced phases,pf cognitive or moral development. This must be a

critical factor in school support of developmental growth of students.

It wouldn't necessarily be prerequisite that all school staff members

be furthF than students in order to support the latter moving beyond

them. Bur it seems logidal that exploring the implications of

difference'S in maturity and discovering ways to act on them must be

vital to human developmental transition.

6. Decisir_making in schools tends to occur in a personal referent

process based on stereotypes and opinion. One is doing well if

within tradition and accord with expectations of peers and superiors.

I
There is general lack of awareness of, much less skill in, differential

kinds of logical, moral or data-based problem solving processes.

7. Schoql personnel generally have a low risk- taking orientation.

There arelmany realistic aspects involved including vulnerability in

not being, equipped to clearly relate performance to outcomes in the

-ace of often conflicting pressures of different interest gizips.

Low risk,risk, taking is frequently related to unequal power distribution

("a few,roles call the shots around here") or low overall power

("nobody can influence anything in this place") in an organization.

A healthier risk-taking climate generally involves high levels of
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fairly well equalized power ("all roles can have a lot of influence

in doi. g things"). Educators who are low risk takers tend to set

low level objectives and inhibit activity which is not a means to

those limited objectives.

8. Progress toward educational improvement in schools has been

.t?

,inhibited.by theil organizationally peculiar combInation of extreme

autonomy of the self-contained classroom teacher coupled wit'; highly

centralized budget control by admin'strators. If imposed within,

constraints of these peculiar orgat. tional traditionscurrenb

movements to implement accountability'may emerge as a new kind of.

abortive nightmare. A balance of more sophisti:ated interpersonal

and organizational processes will need to supplement technological

ones if human growth it to be serveth-

9. Schools tend to be controlled internally by the few individuals'
tar

who have arrived at some degree of political sophistication through'

the chance, of intellect or experiepce. Although schools are created

as highly political institutions, therehas been little preparation

of educators to understand this or.to function constructively in

4.

accordance with it.

10. Lacking in political sophistication generally, school personnel

are ill prepared internally to relate to other concerned interest

groups in their communities., It is understandable, therefore, that

a "don't pay attention to,the rocking boat" orientation tends to

prevail. .

u.....--.

11. Conflict between role groups became an increasing factor within

schools during the-19601s and into the 1970's. Militancy of teachers,

students and administrators emerged. While this can bear seeds of

new openness to change things for the better, lack of alternative

process skills
V to deal constructively with conflict can result in

\:edestruction,. mo oppression, and greater fear to face inevitablq
_

changes.

12. Limitations of fl ancial resources in most school settings are

such that the orientate is one Of.trying to,maintqln programs

rather than one of freedot, to innovate or attempt improvements..

Inflation., "tax payer rebell4on," conflict between roles, and

dwindling enrollments all contribute to this orientation._
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13. In the accountability movement there is much talk about cost

effectivenoss. 'Close examination of local settings indicates that,

while effects are given-as excuses, :osts are Acting aq,the

underlying reasons for decisiong irrespective of effects. Confusion

in the situation is contributed to by the difficulty of schoo. people

in measuting effects. As indicated earlier, the kinds of effects

that are easiest to measure are, those which ignore relevance and

meanjngfulnegs. Thus, the current financial constraints and the

accountability movement tend to combine to push school people away

from the needed improvements in education.

14. -A very significant number of'-schools are limited by their

necessarily small size. The needs of rural, isolated schools in this

country are still a major issue. Organizationally, schools are

inhibited in healthy growth until maturerenough to
1

form independent

linkages to supplement functional capabilities which they are too

small to bold and maintain for-themselves. This is not an ,

argument for school consolidation in rukal settings. ,There can be

very real advantages to small size of operation in schools. 'Thee

can be.waysto bring together a needed range of fUnctional capabilities

without fOrc1 ing all people to wotk together in the same setting.

15. Organizational factors of inertia block movement toward improve-

ments in overly large school settings. With a large number of '

diverse-interest groups represented in the school population, it is

not only' difficult to operate in productive ways, it is also difficult

to increase the range and maturity of characteristics of the functional

capabilities of the organization. Training.to increase functional

capability of individuals needs tb be done in ways that provide norms

to support the use of new capabilities for the organization as a wnole.

While per capita costs for such training be reasonable, total

cost figures for a successful norm building and training strategy

can be prohibitive in a large organization. Thus, when training or

°the/ improvement interventions are made, they usdally occul only

in some_parts of the organization. This situation contributes to

isolation of that subpart,'new ingroup and outgroup barriers, as well

as the building and maintenance of "empires" in the organization.
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Due to the large size of a school system, another inhibiting

factor is one of communication and understanding between subparts.

Felt needs to reduce the amount of communication are likely to lead

to oversimplifications reinforcing a ,statistical production orienta-

tion as opposed to humaniStic values concerned with maturity and

-growth. Focusing on the number of dollars for the number of teachers

nAded to provide a particular course at a particular time for a

particular number of students can become more important than issues

of the auality of experience of the people involved.

16. it was noted earlier that school people have difficulty in

.assessing outcomes. A lack of adequate methodology to assistlthem

in making these assessments in inclusive enough ways compounds

this problem. It has been proposed to base the success of schools

on the extent to which they provide "appropriate" learning experiences

for students. Educational ,research and development personnel have
4.

focused- mainly on methodology of defining and measuring content to

be learned. This only deals with the first factor of appropriateness.

The school people still,have camparativelY little help in the way of

techniques, instruments or behavior to enable them to attend to

factors of relevance or mean gfulness in terms of the students'

development41 growth. In the 1970's it appears that educational

research and development i till moving in the direction of psycho-

logical reductionism as far as methodology is cd6cerned. Perhaps

the greater need is for ways to conceptualize, and assess organismic

growth of individuals and Organisations. This is not to argue for

one type of methodology to replace the other. Each seems needed.

17. Whi.Le many school settings have moved toward creating curriculum

resource.centers, there continues to be insufficient range and quality

of resources for flexible wayS to provide appropriate learning

experiences for students. ThiS'problem can be somewhat circular and

paradoxicalfat the same time. Teachers need to have an orientation

toward, and a range of capabilities for, creating learning experiences .

in order to use curriculum resources toward this end. This is quite

a'different orientation and set of capabilities than those of"the

traditional teacher role of expert-instructor-custodian. As teachers

gain the necessary new process capabilities, and'organizational
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support such as differential staffing-is provided, the need for

flexible curricular resources increases. On the other hand, from the

more traditional teacher role perspective this need AS not visible.

guch,a teacher looks ai resources that may be used ia highly flexible

ways and rejects them saying, "There are no clear instructions here

telling me how I am supposed to use these."

18. An internal constraining factor that Should not be overlooked

is that of limited human energy. To the extent that balanced and

.
mature functional capabilities are lacking, tremendous atounts of

energy *Stay bound up in actions to protect oneself, to keep the boat

from iodking and to put out fires. k national consortium of school

districts -attempted to bring about improvements during the 1960's in

preparation for what they called "education systems for the 1970's."

There are many reasons why this well intentioned effort, involving

highly capable individuals, did not make much progress. At the

time, they described the challenge of their effort as analogous to

converting a.steam locomotive to a streamliner without slowing down

the train. Such a capability to make major improvements in''routine

ways is,an end goal of the highest level of organizational maturity.

It -seems unrealistic and unfair to put growing 'pressure on schools

for improvement, given their present level of procedural capabilities,

unless the public is willing to recognize and support added tifne and

resources for a retooling of the entire system.

External Factors Faci.,..tating Organizational Improvement

1. ,Demands for educational change are increasing in both range and

intensity. Even though there is both conflict, and unclarity in these

demand:, they do represen';'a climate and set of forces that may

facilitate improvements. This is certainly not a time of complacency

in education. The local strategy may often be one of how to convert

demands for change into forces for improvement.

2. Some ;overall increases in sophistication about change efforts

emerged from the improvement efforts of the 1960's. The politicL

.demands for quick payoff and panacea are now diminishing. While

there still are many who assume generalizable solutions canbe.found,

there is also indication of A growing awareness that support is

needed for increasing local capabilities to plan, implement and

assess the effects of_improvemefil efforts.
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From a national Perspective, change efforts of the 1960's were

directive or laissez faire. Emphasis was on "what's," such as

discOvering the best way to teach teaching. Concern 'seems finally

to be shifting to'the "why's" and "when's" such as hetping teachers

learn problem solvi g processes so they can determine for themselves

the things they de ire within a framework of moving toward hiimanistic

developmental maturi

There is.a slowly spreading recog ition of the need for ney

concepts, skills and approaches in education. This represents the

beginning of a demand 'for schools to take on new kinds orobjectives

and utilize new kinds of resources. This demand represents the:.

excitement of attraction to new possibilities in addition to critical

rejection of old r actices. For all of the problems that can be

cited, there have also been many positive outgrowths of the improve=

ment efforts of the past decade. New levels and forms of support

-are appearing to both force and legitimize continuous professional

development of educators.

4. The movement for accountability in public education is taking

man9,,forms which may facilitate improvement in local schools,

.Although there may be many conflicting reasons fog it, education 4oes

have the attention of the general public at, this time. Concrete

ways to demonstrate increased cost effectiveness,by the schqols are

likely to be noted and responded to. Ethnic minority groups that

once tended to be stereotyped as unconcerned about their children's

educational progress are now demanding that schools influence and

account foT such progress. Widely differing interpretations of

accountability are being used to support different kinds Of kipprove-

Ment 'efforts as well as'generating conflict over them.
0

,So ling as the problem solving approach matches the problem

issue in any given instance, the movement for accountability in

educatiori can be highly constructive. Educators can' learn to state

what they are attempting and demonstrate they have attempted it in

the most
.

cost effective ways. They can learn tolxplore how and why

things are happening in their educational settings and be accountable

for knowing what's true about the majof forces that may block or

.facilitatck tfibir students' learning. They can learn to recognize and

98

113



sur e legitimate conflicts and be accountable for maintaining

1111
neg ting postures toward those with whom they nee& to collaborate

on other kinds of problem solving issues.

peyond these logical forms of accountabi_ty, there can also

be an
4accountability for maintaining the conditions that allow for

---
spontaneity as well as unexpected explorations and outcomes. The

accountability movement could become a barrier to educational -

imprpvement,if limited to a reward and punishment system based on

periodic assessment of certain technologically Measurableibutcomes.

If adequate process capabilities'can be made available rapidly enough,

the accountability movement should facilitaA great improvement as

educators and students alike experience the excitement and confidence

of being able to'see and to show their range of accomplishments.

5. A new body exists now of technology knowledge and sophistication

of strategies in learning and using human processes. Training-in

interpersonal, small group and organizational dynamics, previously

available to only a few thousand people in our society, is already

reaching tens and thousands of educators at a fraction of past costs.

While work in,this,area £s still in its infancy-'as a:-social science,

'availability of these resources for exploration and dkperimentation

is being achieved. 4 -

,-

6. There- are beginning signs of awareness of new kinds of

perspectives, shifting emphasis of perspectives, and implications of

the social and psychological evolution which these perspectives

reflect. This growth Of what some have termed a new "consciousness"

is being recognized in many forms and defined in many was.

Illustrations of such growth include the enormous increase in

popularity among youth in courses that provide for self-exploration

of "inner space"; a sudden emphasis in industrial training, in

exploring va]ues and valuing;, a backlash reaction among educators

pressed to use behavioral objectives who then challenge the method-
.

ologists to provide them with resources to include affective

objectives; and an indication in national polls of public question-

ing of the creditability and adequacy of the nation's political and

economic system.

tJ
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When these new perspectives,4or forms of consciousness,*,are,

viewed using past historical orientations they imply this codntry,

is approaching revolutionary break'ing points. The destructive

possibilities of thig alternative seem formidable. If, on the

other hand, the new forms of consciousness re considered evidence

of increasing numbers of individuals aclieving advanced forms of
4

developmental social psychological perspectives, an entirely

different get of implications emerge.

If differences of-urderstandings attributable to developmdntal

phases can be separated from those attributable to cultural and

philosophical pluralism, people may begin to find patience to avoid

dealing with-their differences as poidrized conflicts while they

grow to a level of maturity that allows relativism and differential

42.

prciblem solving.

This evidence of new perspectives represents advanced stages of

sociopsyphological development. The new perspectives represent the

possiblity of evolutionary refozmias a counter alternative to fokces

that might otherwise culminate in a revolutionary upheaval. The

,
challenge for education is to support this human development rapidly

-enough for evolutionary reform to counter revolu nary pressure.

7. The base for significantly increased researcl and development

capability has been formed in education. This includes research

and development centers based in universities and industry, regional

laboratories, ap0 a host of other ,rofit and nonprofit organizations

devoted to training and consultation with public education institutions.

It includes changes in role stricture and Procedures of state depart-.

ments of education as well as higher education institutions and

school districts. qt involves changes in orientation and capabilities

of many individuals as they have contributed to research and develop-

ment projects. Whole new fields of edUcational evaluation and

product development are emerging. -While this endeavor still repre-
4

sents a small percentage,of the total educational enterprise, it

will be maintained and gradually increased. It represents a new .

source of educational products and procedures, as well as a

resource in facilitating and categorizing change among other

educational organizations.
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S. There is a recognition of need and initial action to determine

new bases for financing public education. Combinations of state

and federal legislatures are,influencing more equitable distributions

of/ resources in some local settings. Freedom for local school people

from being caught in the politics of tax payer rebellion (which may

have little to do with the quality of edOcation) can be facilitative

in several ways. It can free time and energy that educators now
0

have to put into obtaining local votes. It can remove extraneous

concerns from the orientation local citizens have toward-their

schools. It may support a climate in which the balance of concern

switches from a predominance of attention to cost toward more concern

for effect. As more stable formg-t-of financing are found, educators

can do a better dab in long-range planning and preparation.

Internal Factors Facilitating Organizational Improvement

1. There is a growing demand among school people for capabilities

_to deal with many kinds of changes that are occurring. The needs and

orientation of youth are changing. Roles are changing. Procedures

are changing. CuriiCulum is continuously changing. Issues

requiring the use of new problem solving capabilities are being

introduced both internally and externally to school people. New

organizational configurations are being tried. ParaprofessionalS,

parent involvement and youth-tutoring-youth have all been introduced.

2. There are many settings where positive momentum, for improvement

efforts have been created by direct success, and by positive spinoff

effects. Where change 'efforts have seemed rewarding, trust and

risk taking tend to.increase. The general readiness of educators

to try new things is probably greater in this country now than ever

before.

3. Organizationally, many schools have become mot. open systems.

Diverse roles in 'interest groups are having influence on decision

making and their needs are beginning to be recognized. Some

barriers to collaboration have been confronted and occasional progress

is(found in joint problem solving and negotiating. There seem to

belliany settings for climates of readiness toexplore new approaches.

4. Professional role groups in education are showing recognition

of the legititacy of self-interests and new capabilitiesfdr taking

Pr
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cbnstructive action on them. Tremendous amounts of energy a're

freed by a willingness and the ability to deal with igsues of

social-conflict. Problem solving techniques which were not previously

available in educational systems oriented toward4maintaining the

status aup are being used now.

5. Youth are bringing inch ased demands and capabilities into

the school setting. Their world Presses them to seek the how and

why of things rather than simply settling for the what and when.

This presents a potentially exciting' challenge foV educators to befoy
1

responsive. As youth grow older, this kind af challenge tends to -
=

increase or to be replaced by an equally demanding one. Youth who

experience others in their world as unable-to resolve or cope wittt

the relativistic dilemmas of a rapidly changing world frequeVy

rebel against existing institutions, or drop out of them in various

ways. In either case, the challenge to educators is greater than'

everAas is society's need for educators to succeed in facilitatihg

the constructive growth of youth.

1

6. The number of adults with advanced developmental maturity anct-

social consciousness appears to be increasing. Among adults of all

ages, there is growing involvement in continuous professional

development.

7. As educators discover the increased power of process capabilities,

their willingness and enthusiasm for dealing with change issues grows.

Clear images of potential as well as confidence in new abilities to

influence the forces of change have generated the new movement in
4

many school settings. Such mdvements are even stronger where

sharing nrocess capabilities across roles results in greater total '

power throughout the system.

Substantive versus Dynamic Issues

The above factors that may constrain or facilitate movement of

an euucational organization toward a more matug fulfillment of pur-

,;

pose are not exhaustive. These factors are like y to occur differently

in different settings. Any particular factor m or may not be found

in a specific local setting. To the extent they do occur, such

factors present substantive issues to which the organization must
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,respond. The organizational development consultant needs.to

consider how such sUbstaneive_issues interact with the growth stage

and phases of maturity of any *client system. The latter are

ynamlc issues.

,
most sa,hool districts are likely to be reasonably "adult,"

that is, they have the ,needed balance of functional capabilities in

order to "provide school." Akt the same time, most districts are

likdly to carry out their functions in comparatively unsophisticated

ways. They operate around the "opiniokatea" phase of "maturity."

As -reasonably adult but_ comparatively immature systems, they, have

,difficulty being anything but reactive to substantive issues concern-

-ing the :actors that have been described. They are influenced some-
,

what at random by both the constrainipyfand facilitating factors.

Such a district attempts to copewith the factors rather than dcsuire

enough sophi;tication of finictional capabilities to use them in the

achievement of their purpose.

adult organization with sophisticated forms of functional

ity (i.e., advanced phase of maturity) can be proactive in

dealinTwith the substantive issues raised by these factors. The

;result of such interaction can be the basis for incorporating new

kinds of objectives and for utilizing new kinds of resources to

best fulfill Its purpose in an evolving world.

1

Five Alternative Emphases
in Working with Organizations

In any c-)asulting e= art with an organization, it is crucial for

the-consultant to be clear about the clientsystem's needs concerning

health, growth, maturity and substantive issues. The nature of the

consultation will emphasize one of these five alternatives.

4 1. Decrease paCholcaytheagaLliation as a prerequisite

to attempting arty Of the other four kinds of work.

Ff Problems in tne organization represent poor health

as defined by Figure 9 on page 107, it mai 1,1 necessary

tic Jeat with this before engaging substantive issues. In

the face of serious pathology, it may be impossible or

damaging to attempt to alter the balance or forms of

12
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functional capabilities. Of course, it's also possible for

things to work the other way. Disruptive growth or lack of

cross functional congruence in maturity can affect the health

of the, organization, thus creating pathology. Also, it

may be necessary to alter functions in order to reduce

pathology. Here are two brief examples.

Some key roles in the client organization are held by

individuals whose personal power needs are subverting the

system (which they see as a threat to their private goals).

Unless or until their influence can be neutralized or

removed, attempts to improve functions, such as to increase

the openness of communications or adding the power of

theoretical problem solving, may result in added harm. The

subversive power figures may be better able to remove their

antagonists.

Another organization may be doing very poorly at ful-

filling certain consumer needs for which it is supposed to

be responsible. Perhaps the problem Centers on the language

differences of a mi.lority group. Further, members of this

organization may hold values and intentions congruent with

correcting this pathological situation, but suffer from

misintormation as to the needed remedy. School districts

of this type, pressured to improve technical problem solving

techniques, for example, cost/effectiveness analysis and

reporting, may be furthe-- harmed by reactions without gaining

any support if the techniques yield a clearer picture of

damage to the public. Federal funds may be withheld

voters may reject operating levies. Such attacks may be

in order for a system where this sort of pathology is based

on conflict involving interest groups which 'hold inhumane

values. However, the situation as defined here would be

better served had attention been given to applying good

theoretical problem solving showing how and why a group's

needs are being affected ai.a could be better met. This

action would result in more awareness and improvement of

the situation by the presumably well meaning, but naive, staff.
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2. Deal with substantive issues without adding to the balance

of-functional capabilities (growth), achieving greater

congruence of sophistication among functions (stability of

maturity), or increasing the overall sophitication of

`functional capabilities (increase of maturity).

The client is willing and able to deal with substantive

issues to g.t temporary functional help. It is trying to

better achieve or clarify sgme goal. It must use existing

functional capabilities, plus what the, consultant can

temporarily supply, to deal with factors that constrain or

facilitate its achievement.

For example: the plient feels that a school bond issue

must pass. The consultant helps 'the client organize and

carry out a campaign of publicity and community involvement

to pass the bond'issue. The end result is increased

financial resources, but not a new, or more sophisticated,

capability to increase financial resources again in the

future. A substantive issue has been resolved without

affecting growth and maturity.

3. Increase its needed balance of functions (growth).

The client is wj,lling and able to deal with some

substantive issues to increase its needed balance of

functions, without emphasizing an increase in relative

sophistication of functional capabilities. The organizational

development consultant helps the client grow, but does not

attempt to influence maturity. Facilitating and constraining

factors are dealt with as a means to accomplishing such

growth rather than as an end in themselves.

For example, the client feels the need for a long-

range planning capability. Long-range planning never has -

been tried. Tb.e consultant provides,training for certain

key roles in the organization to qse a long-range planning

procedure. An office of long-range planning is created

(structural change). All staff are i.ntroduccd to the

process in a manner such that they are positive about

contributing to it and responding to actions that emerge
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from it (normative change). The version of long-range planriing

procedure introduced is fairy simple, congruent with the

charact'bristics of other functions in the organization in

such a situation, several facilitating and constraining
0

factors'would undoubtedly have been considered. Substantive

issues would have been dealt with to increase growh,ibut not

to'affect maturity..

4. Achieve greater congruence of sophistication among functions
%

(stability of maturity). 1

The client is willing and able to deal with some substan-

tive issues to achieve greater congruence of sophistication

, among its functions. The forms of some functions are

comparatively more, or less, sophisticated than others.

Such an organization may be termed as needing a more stable

EaLaLita. The consultant helps.the client achieve congruence

of forms-of maturity in its ways of functioning.

One example is an organization with sophisticated

capabilities in managing and forms of problem solving, but

still ,Attempting to provide information storage and retrieval

by hand. The consultant helps them to acquire and implement

computer resources to achieve the needed congruence.

Figure 9 charts the maturity of a hypothetical school

district which'has attempted to introduce a level of sophis-

tication for one function which is far in advance of other

functions. A very sophisticated form of'technical problem

solving has been ,introduced. Other functions ate widely

scattered in terms of maturity. Help is needed to achieve a

greater stability of maturity. The consultant helps the

client achieve a much simpler level of sophistication of the

technical problem solving tnan that originally attempted

until other functions can be advanced. The consultant also

helps the client manage additional substantive issues

generi,Ited by the p nod of increased incongruence.

In both of these examples, constraining and facilitating

factors are dealt with to achieve forms of functional

capability more congruent with the level of sophistication.
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_______

riesk2.itego Functions Phases

Existential f-- Creative,Stereotypic Opinionated

Technical Problem
Solving

.

,-.

(X)

Problem

Solving

Theoretical
Problem Solving

X
.

Philosophical
Problem Solving

X

X

.

Needs/Opportunities
Assessing

,

Managing

Communicating

Structuring - . X

Influencing X

Decision Making ' X

Rewarding

Coordinating X

Supporting
Growth

Confronting Apparent
Discrepancies

Training

Providing Learning
Resources

X

,

Providing Performance
Feedback

X-_1...

X

Meaning

Valuing

% Perceiving X

Expressing feelings X ,

Figure 9. Chart of a Hypothetical School District Lacking Congruence

Of Maturity Ainong Its Key Functions
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Growth, in terms of a balance of functions in some form, is

not necessarily affected. The overa,il maturity of the

organization is not greatly moved. It is the.congruence;

or stability, of maturity which is increased within the

phase that best characterizes the organization as a whole.

Such general congruence of functions is necessary for an

organization to functionmell, whatever its characteristic

phase of maturity. Such congruence appears vital for an

organiiation to be ready to progress towards a more advanced

phase of maturity.

5. Increase the overall sophistication of functional capabilities

(increase of maturity).

The client is Willing and able to deal with substantive

issues to achieve an advanced phase of maturity in the total

organizat Work can be done on increasing the sophisti-

cation of forms of functions. The order ofCfunctions worked

on, and degree of increase in sophistication achieved at
- -

each step, can be kept within bounds of overall congruence

that are tolerable for the system. The organizational

development consultant works to build and maintain this

increasingly sophisticated functional capability within

these bounds of tolerance. ;Enough has been said so you can

probably-produce your own examples for this alternative.

The five alternatives are given below again. The consultant

helps the client organization:

3 . Decrease pathology in _tiro- organization

2. Deal with substaritive issues

3e Increase its needed balance of functions *

4. Achieve greater congruence of sophistication among

functions

5. Increase the overall sophistication offunctional

capabil,ities

12



Organizational Boundaries of a School System

The special appearance that functions and operation1 character-
,

istics take on at the organizational are reviewed in Chapter-III.

One, however, needs to be giVen special attention now. That is the

concept of-boundaries.

Boundaries are the limits which keep an

idea, a practice, a role or an individual, out

of a system. The boundaries of human systems

tend to involve expectations, norms, customs

and' psychological sets. They tend to act
selectively in letting somethings in and keep-

ing others out. They often relate directly to

values and role definitions. At the individual

level, boundaries concern personalized involve-
ment and exposure of self. For small groups and
organizations the concern is more with norms

and customs. For the community and society,
legal and political factors are more obvious..
At any level, boundaries may be viewed as

actions of the system which represent its

- choosing to be exposed and influenced by

external factors.
Is the system permeable in that it exposes

itself ,to many kinds of external Influence?

Is it vulnerable in-that other systems can
force their'influence on its internal

operations?
Are the boundaries flexible in being able

to selectively open the system to influence

or block out such influence based on rapid

internal decisions?
Are they rigid so that norms o? expebtations

must be broken in traumatic ways to be
exposed to something new?

How planful and rewarding does the system

make the opening of its boundaries?
Does the system understand and acknowledge
its own control over its boundaries?

Who and what act as the gatekeepers of

the system?
Boundaries,-strategies of entry and temporary
relationships across boundaries, raise the most
frequent issues for tho-se attempting to influence

change in education. (Pino, 1976, pages 66-67)

Since boundardeg are a major phenomena that the organizaticinal

development consultant must deal with, they need to 'oe looked at
4

more clearly. Boundaries are the behavior of the human system that

control Whether or not something is allowed to become a part'of its

internal decision making. Boundaries define the system's identity--
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its.own understanding of who it is, what it exists for, what it does

and does not do, and the ways that it does things.

The boundaries of an organizational system, and of it4*..subsystems,

are choice and decision making. A particular division of an organi-

zation is identified by the functional responsibilities for which it

makes the choices and deVions. For example, the executive board

of a corporate organization may make decisions about what it will use
ca

the organization's resources for. The financial department will make

decisions about assessing and accounting for the use of the resources.

A production division will make decisions about applying the resources

to get the product. The marketing department will make decisions

about how to sell the product.

People in different parts of the organization may control things

about which others have,to make their decisions, but this is different

than participating in their decision making. Much organ national

research has shown the importance of having those people responsible

for, the task outcome also holding the authority to make decisions

about the wei the task is accomplished. This is the basic principle,

underlying the industrial concepts of, "management by objectives," and

"decentralized management." (Lippitt, 1962) A major reason why

these concepts relate to high productivitkand good morale is motiva-

tional. They respect the human need for a clear identity as well as

see the relationship between one's chosen efforts and outcomes.

When decisions are made for people a threat is posed to their

identity and sense, of worth. This is not to say it should never be

done. Sometimes people will desire it and benefit from it. But, it

should be clearly recognized that any behavior that represents making

a choice or decision, for a human system means one is stepping within

the boundary of their identity.. 1fthis is done, the system is

running the risk of someone else's decision representing, or

resulting in, a change in its identity. No issue is more critTcel

or loaded with feelings for any human system than its boundaries.

`What are the forces that keep things in or out of the decision

making--the identity - -of an organization And its subsystems? SO-me

of these boundary forces are formal and explicit. Some are inforMal

S.

and implicit. Most obvioUs are the formal designation of roles and
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divisions in the organization. These have explicit areas of functional

decision making and' responsibility. They are generally referred to

as the structure of an organization and are shown on "organization

charts." The informal norms, most often arrived at implicitly,

are less obvious to most people, but can be even more important as

boundaries than the formal structure. A more careful examination

of how norms operate in an organization follows.

Norms are the expectations_people have about who will do things

and how they will be done. They are the assumptions and beliefs about

what the "traditions are," and what "the standard operational

procedures are in this place." People tend tetyings in accord-

ance with their normative expectations, even when it is not personally

what they most desire. In fact, in most organizations some norms

can be found which are contrary to what most individualp privately

desire. For example, in the typical eleffientaryclassroom, research

indicates (Miles, 1964) that most students would privatelyglike to

be more actively cooperative with the teacher. Most believe, at the

same time, that the majority of other students desire a lower level

of cooperation with the teacher. Most behave according to what they

think the others want. If they ever talk about the issue, which is

unlikely, they are more apt to-support the "assumed" norm than to

express their private wishes. This is a phenomena social scientists

have labeled "pluralistic ignorance in groups." Knowing how to

iden4fy it can clarify otherwise confusing experiences in dealing

with organizational boundaries.

Phase of Maturity
4

:Finally, it must be noted the nature of human system boundaries

changes in accordance With the phase of maturation the system has

reached. A system in the Stereotypic Phase makes decisions and

choices according to its stereotypes of right and wrong and how

things "are supposed to be done." It's4easy to enter such boundaries

if you are seen by the system as in line, with its stereotypes, e.g.,

"one of us,"'or can ;et identified by the system as an acceptable

authority figure. Such boundaries tend to be rigid and difficult

to change.
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A system in an Opinionated Phase may still make certain decisions

iaccording to its stereotypes. But it is open to having experiences

that might lead to an opinion; or change an opinion, that becomes a

new basis for decision pelting. A system in this phase will be most

touchy about not letting others invade its decision making powers.

Such a system at the organizational level has "tried things for

ourself," and "reached our own conclusions about what works best for

us." It organizes its understandings and ways of choosing in the

world around a core valug fol4its "ruggedly independent" opinions.

While such boundarieg are more open to change, the system in this

Opinionated Phase is apt to be more actively on guard against "mit-

siders" influencing such changes; or against insiders stepping across

subsystem 'oUndaries to influence changes.

A system in the Existential Phase°switches to almost a reverse

of the Opinionated Phase orientation. Instead of'being highly defen-

.
sive against intrusions on its experience that affect decision making,

at virtually demands that all experiences be legitimized as possible

choices Such boundaries become,highly permeable, but there is a

lack of generalizability of the meanings of resulting experiences

from one part of the system to another. All meanings are seen as

relative ("it all depends on the conditions you, were in at that moment")

so that everyone has to.try things for oneself and "do his or her

own thing." Such a system may be highly creative. It will also

stumble into acts that can be destructive. It certainly runs the

risk of self-destruction as it lacks coordinated efforts at realizing

its purpose.

A system that reaches a Creative Phase recognizes and accepts

responsibility for the choices that its behavior represents. It

also recognizes that its growth has been the result of occasions

when it was influenced by others who offered it something different,

or beyond, what it already included. Its boundary of choice and

decision making has consequently become an orientation toward con-

sidering each possible intrusion that comes along, and negotiating

the entry of those that appear to be a worthwhile risk. Such bounda-

ries can be entered in ways that are most likely to result in major

changes in a system.. Such entry typically demands, in response,
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maximum openness_and honesty of the one who enters. The price .

and payment for entry terkoldk61)e kept clears and the one who enters

is as likely to be changed as the system he or she enters. Creative

systems at the organizational level are more of an ideal than a

reality, especially in the field of education. How this can act as

a problem, as well as an aid, to the organizational development

consultant will be explored later.

Cinnmetitary: Some Reflections ...

ThiS' may be a good time for you to leave off thinking about

systems, subsystems and forces of change and concentrate yourself

a4 a consultant becoming involved in organizational deve pment

processes.

If you're like us, you can be overwhelmed--and eve intimidated

--by the complexity of organizational processes and for es. You

may begin to wonder, "How can I keep all these things n mind when

I confront a real problem situation?"

That's the time when it is useful to remember at as a consul-

tant, you must set realistic expectations for your elf as well as

for your client. It helps to.view organizational onsultation as

basically a series of very human events...Some respo ale person

or group in an organization asks you.for help, or simply "t

a look at our organization." You meet with that person or a small

group--individuals who know more about the system they live in than

you will ever. know--who feel a, concern for problems and want to do

something about them. They will value anything you do to'help make

their respoisibilities a little more.bearable and to enrich their

understanding of the issues at stake as you add your impressions

and observations to theirs.

It isfuseful also to recall from your other consultative ,experi-

ence that much of your effectiveness depends on the quality of the

relationship you have with the key people in the client system you

serve. Do they sense your interest in them? Can they trust you?

Are you really trying to understand their concerns, interests and

points of view? If the answer 3.o these que tions is negative, it

makes little difference how clearly you can abel complex phenomena

or how knowingly you can speak of organizational processes.
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As a consultant working with any system, you are likely to be

more effective as you clarify for yourself such matters as:

Who ,is my client (is it the total system, a part, some

executive)?

What are my client's expectations of me?

What are my expectations?

How realistic are these expectations?

Can I understand, and do I share, my client's goals?

Can I accept the boundaries my client assumes as
"givens".?

Am I prepared to accept the limits placed on my

influence?

What needs and values of mine are at stake here?

To build -a contract with your client from sdCh understandings can lay

the basis for a, relationship less likely to be cluttered with under-

lying tensions and frustrations as well as more congenial to a range

of consultative roles.

We like the idea of considering the organization as a growing,

evolving and maturing system. These are natural processes. They

can be expected to occur normally unless interference is present.

This suggests an overall stance to take as a consultant. You are

there to facilitate natural processes--not necessarily to reshape

and redirect as if you could not trust what is normally occurring.

Your task is to help identify those obstacles -nd contaminants that

interfere with normal functioning. This is a good thing to'keep in

mind when you think of the "interventions " - you might make. There=is

a time to intervene, but there is also a time to just stand by, keep

the energy flowing and let things happen. There is a time to

initiate change, but there is also a time to resist change. The key

determinant is to do that which facilitates growth, evolution and .

inaturity in the system.

The next chapters deal specifically with organizational

proceSies -and consultative strategies. Concepts are presented

systematically and compactly. As yo6 read this material (which must

of necessity be abstract to cover so much complexity) pause

periodically to remind yourself that organizational consultation is

basically a human process. As an OD consultant you will not be
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dealing with massive impersonal forces, but with human beings who,

like you, are not always sure of themselves:04r their environment,

not quite clear on their objectives, and puzzled about how to

achieve them. These clients sometimes look to you for analysis

and answers-, but more consistently they hope to find in you a

source of understanding and support so they can better find those

answers for themselves.

1.3

s- 1

-Barry Z. Posner
Warren H. Schmidt
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Chapter III: Working at
Organizati64al.
Development
in Educational Systems
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Chapter III

The Organizatiorras the Client
.

The Skills Trainer of PETC-I is most likely to conceive of his

or her primary client as the individual members of the training

group being worked with. The trainer has done a good job when the

skills training exercises result in increased knowledge and skills of

these individuals.

This would not I?. -n adequate result for an organizational

development consultant. The primaryslient is Lne organization rather

than the indwiduals in it. It is all too easy to find illustrations

where members of a school district received training that increased

their knowledge and skills, but where this new knowledge and skill

were never implemented to increase 'unctional capabilities of their

school district as an organization. Many times in education, persons

with new knowledge nr skills only become more frustrated with the

nature of their organization and move out of it to a place where

their resources are better used and rewarded. An organization, as

a human system, is recognized by the organizational development

consultant to be more than the sum of its parts. Working to facili-

tate structural change in the orcanization, and normative changes
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among its members, goes significantly beyond facilitating other

changes within those members as individuals.

The organizational development consultant is not asked to

compromise any basic values he or she may have concerning the primary

importance of the individual in society. It is rather that, whenever

doing organizational development work, the consultant accepts being

responsible primarily to facilitate changes in the organization

as the referent for success rather than alanges in the irdividuals

who momentarily operate within that organization.

Improving the Functional Capability
of an Organization -

There is an important dist-_notion to be made between providing

-improved functioning in an organi tion .-..hrough a temporary consul-

tant relationship, and improving the functional capability of an

organization on a permanent basis.

In education, there might always be many necessarily small

school districts_that will need consultation periodically to provide

temporarily increased functional capability. Some kinds of important

resources would be too expensive to maintain on a permanent basis.

Highly skilled personnel or complex equipment for such functions as

planning or evaluating, while needed occasionally, can be far too

costly to build into the system. If a system of shared services

with other similar schcol districts is not feasible, then these

resources can be gained by using consultants on a tempc-ary basis.

There will be a need for this consultant for a long time to come.

The organizational development consultant's work begins when

the client system's needs and desires have the potential for providing

new or increased areas of functional capability on a continued basis.

The OD consultant's efforts frequently might be Amilar to those of

the temporary consultor t in working with the client system to recog-

nize its needs, clan' y its desires and objectively analyze its

potential. Organizational developr nt work emerges clearly when

the consultant begins to deal with strActural-and normative changes

to build into the organization, and main ain improved ways of providing

functions. Whatever other changes in sk Ils, procedures and human
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or technological resources might be introduced, organizational

development as defined here also includes changes in structure and/or

norms to make the use of these other changes result in improved

functioning for the organization as a whole. Note that such improved

functioning may be based in some subpart of the organization.

Difficulty in Achieving Lasting Functional
Improvements in Public Education

Studies of organizational development efforts in school districts

in recent years indicate it is extremely difficult to bring about

lasting functional improvements in public education. (Miles, 1964)

Some of the major reasons for this are listed below.

Most school districts are at stereotypic or caLaionated phases

of maturity as organizations. Many school districts appear to be

in childish or adolescent stages of growth in terms of the range

and balance of their functional capabilities. They consequently

have a feeling of weakness that increases their defensiveness toward

outside influence. Sc}400ls, as human systems, are 'probably among the

I

most comrlex kinds, of drganizations found in our social system.

Their product is the vastly complex phenomeha of change in human

behavior. The complexity of evaluating efforts to achieve such a

product, and the vast range of competing interest groups desiring to

determine the criteria for such evaluation, present a formidable
.-,.,

challenge demanding the best possible resources. Curren ocial ,

changes demand that schools be capable of responding wi, h improve-

ments in a manner that few organizations, even in far 1,ss complex

fields, have yet shown themselves able to master. Society has not

recognized the transitional needs of education or the critical role

schools can play in bringing constructive outcomes in these times

of historical transition. Citizens are withdrawing support from

their schools at a time when resources must be increased to provide

massive retooling. A final, major reason for lack of successful

organizational development efforts in education has stemmed from a

lack of adequate training resources to use in helping schools attempt

desired changes. This lack has included an extremely limited number

of persons sophisticated in both organizational development work and

the complex dynamics of schools as organizations. The PETC-III
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Instructional system attempts to bring basic expertise concerning

organizational development to persons already expert in understanding

schools.

The Forces of Organizational Change
Organizational development work can be ve_ complex. A helpful

way to sort out the complexity of an organizational change situation

is to consider the various kinds of forces that can be operating

within and among systems and subsystems. For eicample, consider

three different kinds of changes that can orour in relation to

`forces outside and inside a school district.

The first it redctivt,. change. When a high level of pressure

is brought by forces citside the distract, _say by the voters reject-

ing a tax levy, the distriCt may have to react by changing some of

its programs or procedures. The change was not brought abort by

'Ini.:Iatioh from within. Those who desired the change did not enter

the system to bring it about. They put pressure on the system so

those wh., were doing the decision making internally reacted with a

change.

A second situation is one in which there is interactive change.

This can occur in two ways. The first is when an organization that

the schocr;k district iLlopendent on, or interdependent with, changes

in a way _hat automatically brings about a corresponding change within

th-i district. For example, the majority of students may have been

using public transportation to get to and from the district's high

school. If the public transportation system goes bankrupt, the

district may suddenly find it necessary to provide its own busing

system for high school students.

The other way interactive change can occur is when the school

district enters a coilaborative venture with another organization.

:or example, it:might decide to work with a nearby teacher training

institution provide placement for student teachers in preservice

training. This can have direct internal change effects by adding to

the teaching resources and changing the responsibilities of its own

supervising teachers. It can also have inclarect effects, such as

leading to a modification of teacher supervising procedures, or
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introducing new teaching methodologies related to resources brought

in by the student teachers. .)

Proactive change is a third possibility. In this case, forces

within the school district initiate its decision making procedures

to bring about a change. Persons within the district take action on

the basis of identifying needs or possible resources which call for,

an improvement. For example, administrators might identify a need

for improved accounting procedures, or teachers might identify a

better way to use their resources in team teaching arrangements, or

students might identify a kind of curriculum which needs to be added

to better meet their needs. A district with good functional capa-

bility for need assessment, analysis and planning for use of its

resouces will be continuously generating proactive change. To be

successful, such a district needs to be concerned with the effects

and side effects such change can have on organizations with which

it collaborates and/or organizations that are-dependent on it.

Once again, the phase of maturity of the organization will

relate to its experiences with reactive, interactive or proactive

changes. In early phases of maturity, reactive change is apt to be

most common. As the organization moves toward advanced phases

of maturity, interactive and prbactive kinds of change will be

added with greater frequency. When forces fostering a potential

change of one or another of these three types can be influenced as

part of the strategy, the phase of the organization's maturity

becomes a major consideration.

the stereotypic system will tend to favor reactive change and

resist intceractive and proactive change. The opinionated system

will tend to favor proactive change and be negative toward 'reactive

or interactive change. The existential' system might evidence many

kinds of simultaneous interactive changes, but lack cohesiveness

and organization to respond effectively to reactive or proactive

forces. A creative system will be open to a balance of these

three kinds of change.
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Alternative Orientations Toward Influencing Change

In.a mature system the orientation toward influencing any

particrlar change will vary according to several factors. The first

is the kind of problem being faced. One should consider the degree

and/or timing of rigorous logical problem solving called for in

relation to efforts to create conditions that support spontaneity,

serendipity and creative functioning. Within the logical realm, the

criteria for solutions would indicate the balance between technical

(system technology), theoretical (action research) and philosophical

(negotiative) kinds of problem solving.

The reality of most situations is that people have more or,less

explicit predispositions toward one or another of these appiCCT6s

irrespective of the kind of problem, or change situation, they face.

Such predetermined orientations need to be identified and taken into

account'in any strategy to influence change. They may be-holdz,b:_

consultants, or key individuals in an organizaton, or normative

g _s representing subgroups in the organization, or the total

organiFation, or by groups outside of it.

OrientationS toward,influencing change may be primarily based

upon pr vious training, experiences and habit. They are often also

related to personality factors and the character types of individuals.

In the extreme, individuals can be psychologically' blocked from such

approaches as working in active collaborative ways or from confront-

ing conflict openly. It can be important to know whether an

individual's predisposed orientation involves a fixed personality

factor or is more a culture issue. In the latter instance, it may

be much easier to deal o enly with the implications of the orienta-

tion, though not necessar ly more feasible to try to alter it.

Predisposed orientations toward change can be conceived

crudely as falling into,at least four categories. If considered as the

corner points of a rectangle, as shown in Figure 10, most people fall

somewhere between the four in terms of a tendency-to take an initial

approach. It is sensible to be able to move flexibly among them.

Watch out for hasty judgments about what may be true of individuals

or groups concerning their orientations. To assume a lack of flexi-

bility is prejudicial and potentially misleaeing. People also tend

to get angry if they believe they are being pigeonholed and stereotyped.
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Four Orientations Their Major Characteristics Label for the Extreme

1. Collaborative Orientation
Open/Trust/Risk Taking Friendly Helper

2. Manipulative Orientation Mectonistic/Planful/Controlling Cool Calculator

3. Nogotiative Orientation Rower/Political/Economic Tough Battler

4.

41,

Creative Orientation Intuitive/Spontaneous/Impulsive Swinging Mystic

Extreme Collaborative

Orientation

Friendly
Helper

Swinging
Mystic

Extreme Creative
Orientation

1 4.1

Extreme Manipulative
Orientation

Most people have a characteristic approach
somewhere between the extreme orientations
and can move back and foith between two or
more with some degree of ease depending
upon the nature of the change situation.

Figure 10. Orientations Toward Change

Cool

Calculator

Tough

Battler

Extreme Nogotiative
Orientation
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The organizational development consultant should always realize

that he or she represents a force that can affect change issues for

the client system. He or she needs to recognize whether the client

system is dealing with an issue as one of reactive, interactive or

proactive change. The consultant also needs to diagnose accurately

whether the relationship with the client on this issue is one in

which the client perceives the consultant as temporarily operating

within the system's decision making, or outside of those boundaries.

With further consideration of the phase of maturity of the client

system, the consultant is then in a good poSition to predict the

client's reaction as he or she attempts to facilitate improvement of

its functional capability.
This information can aid the decision

on what strategies should be employed to achieve a most constructive

outcome.

Choosing Appropriate Roles

For example, the stereotypic school district facing a possible

reactive change, and open to letting the consultant influence a

decision about how to proceed, might well be a case where the consul-

tant taking a trainer role to increase the client's skills could be

a profitable strategy. An opinionated system facing reactive change,

and willing to let the consultant make a decision; might represent

a situation that would be better.handled by the consultant taking

a linker role in bringing in a different individual to provide the

needed training. There are no sure guidelines. Each situation is

unique, The point is simply that consideration of the kind of

change, phase of maturity of the organization and the momentary

position of the consultant as inside or outside the system's boundary,

can help the consultant analyze and predict what might work best in

a given situation. A matrix for considering such variables whicl

can affect an intervention is presented in Figure 11 to help

illustrate this idea.

This matrix can have further use in considering questions of

how to stabilize the forces in or on an organization that can _nein-

tain a change once it is clear the change represents a desired improve-

ment. It can especially raise the questions of the consultant's meaning

to the system as withdrawal from the client relationship is considered.
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In considering where the forces exist which will maintain an improve-

ment, it can be helpful to look at each variable from_the-standpoint

of the effect on the system when the consultant is within the

boundaries of its de-ision making as compared to when the consultant

is outside those boundaries.

Some Key Issues

While the organizational development consultant may take any

number of roles during a relationship with a client, the overall

role is best understood as that of a facilitator of the organization's

functional improvement. Success would mean that the client sygtem

is able to provide this imprOVed function for itself in the future.

It would have no future need of a consultant on the issue in question.

It would only turn to a consultant if a different improvement in that

function were desired, and it did not have mature enough forms of

functional capability to meet its'own need.

Ofie key issue in defining one's overall role as a facilitator

is concerned with the factbr of dependence in the relationship. To

be a facilitator, the consultant Must minimize the client's dependency

upon him or her whenever possible throughout the phases of the client

relationship. As the relationship is terminated, all dependence

which the client Tif.ght have had upon the consultant must be elimi-

nated. The client needs to wind up knowing that it has been respon-

sible for its own growth and is not in further debt to, or need of,

the consultnat on the issue in question.

The consultant is working to facilitate the organizton's
1

efforts to build in increased functional -capability. As j\ust noted,

it is critical that the consultant recognize the phase of maturity

of the organization.

Stereotypic organizations tend to push their consultants toward

playing an expert role rather than that of a facilitator. They

start'from a premise that there is a right or best way of doing things.

If they once accept the consultant, they are apt to be highly dependent

unless or until the consultant makes some obvious erkor, at which

point they are apt to be totally rejective. It can be very difficult
. .

to help such a client accept internal responsibility for changes.
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The :ittabil-ity-Orriliairit-a-irCing improvement tends to be threatened if

they see the consultant, rather than the organization, as having

been responsible for the change.'

An organization in the Opinionated Phase of maturity is apt to

lean toward a counterdependent orientation of the consultants. It

is apt to lean toward being rejective, at least initially, of anything

generated outside its own boundaries. The consultant may need to

guard against being put repeatedly on the defensive or into a role

of having to prove all things before the fact. The consultant must

anticipate a need to repeatedly clarify one's role in relationship

to the organization's decision making and internal control. This

will demand far more energy than in working with an organizational

client in any of the other -phases of maturity. It is very difficult

to achieve functional improvement in such a system because of this

rejective attitude toward outside resources. Such a system will only

be changed when those inside the system see themselves responsible

for the change. Once achieved, functional improvements are very

apt to be maintained. In fact, they are likely to become the basis

for hew empires being formed within such organizations which can

eventually turn the improvement into a dysfunctional feature.

An organization in the Existential Phase of maturity is apt to

be overly independent in relation to consultants. It is apt to

ignore them.as potential resources. The value of the resource of a

con,,ultant to one part of the organization is not,likely to be

generalized to another part of the organization. The existential

organizatiOn has a value for autonomy at the expense of a value for

interdependence on issues where shared purpose calls for coordination.

While there may be high innovativeness, with a considerable amount

of it attributable to consultants, improved functioning lasts only as

long as the particular individuals who are providing it sc. fit to

make such a contribution. Functional needs of the overall organiza-

tion tend to be ignored. The consultant to such a system may feel

initially enthusiastic about what appears tobe easy entry into .

such an organization, but
soon becomes frustrated by the lack of

decision making points and mechanisms for negotiating structt,ral and

normative changes to build in improved functional capabilities. Such
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a system will probably need to work toward becoming more mature so

as to balance out its functioning in relation to purpose. While a

consultant may help an organization in existential maturity to carry

out worthwhile projects, it is doubtful that organizational develop-

ment efforts (building in and maintaining increased functional

capability for the organization as a whole) will succeed unless.that

client can be very specific about the functional capability

willing to commit resources to improving.

An organization which has reached a Creative Phase of maturity

is interdependent in its orientation. It actively seeks an overall

role of facilitator in relating to consultants. By definition, such

an organization has achieved self-renewing functional capabilities

and would seldom be in need of help from the organizational develop-

ment consultant. When it does need such help, the consultant can

expect little difficulty in finding his or her resources used well

and is dust as apt to benefit from the relationship as is the client.

It has been stated that the organizational development consul-

tant is attempting to facilitate the organization's effort to

improve its own functional capability. A concept of health has

been defined for organizations as concerned with (a) a purpose

that relates to human needs, and (b) strength in terms of functional

capability, vulnerability, flexibility and durability. The

organizational development consultant is attempting to:

Facilitate an increased health of the organization in the areas

of functional capability

Help the organization achieve a more stable balance of maturity

Move the organization further along the dimensions of maturity

Health, as it has been defined, is generally a prerequisite to

movement through the phases of maturity.

Identifying and Dealing with Organizational Pathology

When severe organizational pathol6gy exists, it is crucial the

consultant be able to recognize and deal with it or withdraw from

the relationship. Otherwise, consulting efforts may contribute to

increasing the destructiveness of the situation.
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One of the most common indications'of pathology is the existence

of a phenomenon that is illogical. This may sound simple. Unfortu-

nately, it often is not. One must first make a distinction between'

the illogicarand the alogical. This is not to say that everything.

that exists or occurs in an organization must be rational in order

to consider it healthy. A degree of impulsiveness, intuitiveness,

\_ spirituality and purely'affective behavior relates to creative pro-

,uctivity:and'a healthy wonder in face of the mysteries of being

ali've, There tould,be no'evolution of meanings without daring to

consider the improbable'and occasionally explore the unknown. This

is not the same as intentionally creating and maintaining forces

that contradict each other in destructive ways. To do so goes

against logic. it is pathological.

Pathology usually involves an inappropriate (i.e., seemingly

nonsensical) exp ession,or lack of expression of feelings. For

example, when you, \as the consultant, repeatedly make a seemingly

sensible observatioor suggestion only to find it ignored, you may

well begin to suspect that paThology is involved. Or, i.: you get

an unexpected'Gutpouring of feelings, or a lengthy digression sub-

verting people from the prestmed task at hand, Pathology is indicated.

you are repeatedly unsuccessful in drawing people's attention to

such a process and moving ahead IA a manner accepted by all as

reasonable, pathology is likely. However,'you should always be ready

to explore t1,Lee alternative possibilities to a diagnosis of pathology.

One alternative possibility is that you don't knOwtenough about
7

the situation to understand the'logic of L. YOur own intervention

or style may be.the thing that doesn't fit. There is a lot to know

about any organization, the people in it and the community of which

Ne "

it is a part. It can take a long time to see the sense of things

that are easily comprehensible to these who have lived in the sygtem

for awhile.

A second alternative can be that you are not perceiving things

id the cultural and/or 'the developmental perspective of those in

the organization. Contrary to the first alternative where you don't

yet know enough, cin this second alternative you will have c under-

stand things in a different way in order to perceive'the kind of

4
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senie the have. 11:1- is especially worth considering carefully where

uf maturity are conoeilled. While simp. istic ways of doing

Le and seem relatl-ely ineffective, they can make

if ory fit what people in an organization are currently ready
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*
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so , sick .n an organization. The critical
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Nt.si ei;_ec:illy wary of is a belief in, and demand
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When logical approaches are not working, and the diagnostic

alternatives aren't likely, pathology is indicated. Coping with

pathology often demands a switch in strategy from logical, planful

approaches to some implicit or explicit way of helping people to

express and deal with their feelings. It's usually not possible

to proceed logically until feelings have been released, related to

the issues that caused them and those issues attended to in some

satisfactory manner.

Common examples are found_in attempts by schools to institute

innovative curricular or staffing projects. Initiators may ,:ssume

that the project will ultimately enhance staff members in their

altered roles. They may, however, fail to adequately involve staff

in conceiving and preparing for the project. The staff, then, feels

anxious about the possibilities of roles bee g weakened or about

their ability, as individuals, to maintain status and rewards in an

assumed- competition for altered roles. Staff energy needed for

lsarning and experimentation is drained off into various forms cf

resistance, Instead of opening up the issues to free energy for

problem solving and seeing whether the pathology of the Situe.tion

can be removed, the project initiatots are likely to press for-Con-

formance and appearances of success for the effort they 11,we risked.

Such pressures automatically increases resistance. "Uncooperative"

individuals may then find themselves being manipulated and/or

removed. This may hurt them in their profc,sional progress and

commitment while alsd. costing the system loss of their resources.

One of the most important aspects of coping with pathology can

Le the legitimizing of resistance. In illogical situations where

people are being hurt, or fear being hurt, they are usually defensive.

Although such defensiveness may seem to compound the difficulties

of the situ.,ion, it.'can represent fairly reasonable ways for people

to protect themselves. Attacking such defenses can greatly increase

tension to a point of mak.ing it impossible for people to respond

constructively. AcceptAr. ^ defensiveness as legitimate, and supporting

it to the point of inplving people in exploring its existence and

meaning, can be a step coward improvement. It Is ften a necessary

step to relieve feelings and move toward identifyi g the underlying

issues of the pathology.
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Elimination, or improvement, of pathology generally occurs when

,
feelings are relieved, funct'ons which were blocked proceed, and

people come to recognize what was actually occurring as contrasted

to their misconceptions. Once reality is recognized and accepted

as such, however disagreeable that may turn out to be, the situation

can be converted from pathology to one or another kind of problem

solving if desired. It can noted that the reality is not always

disagreeable. The awareness of it is sometimes all that is required

to correct things.

While organizational pathology can be conceived as having many

parallels and analogies to psychopathologies that occur in individ-

uals, there are also some distinctions that should be noted. One

is that pathology can exist in an organization made up of perfectly

healthy individuals. Individual character types are especially

susceptible to stress of certain organizational conditions without

necessarily being the cause of them. Treating organizational

pathology frequently involves changes in norms or structure of the

organization rather than seeking any ,
-'t of fundamental changes in

individuals. When organizational pathology does appear to be

causally related to the pathology of one or more individuals, the

consultant would be well advised to seek clinical advice in

considering a course of action.

Phases of Consultation as Major Kinds of Work

An organizational development consultant may sometimes feel

critical about the nature of the organization being worked with in

terms of its phase of maturity. He or she must be willing to work

at strengthening the immature organization under the assumption this

will help it reach a point where it is more capable of moving to the

next phase of maturity. This will be explored furi,her in this

chapter when considering instances where the consultant would refuse

to work with an organization.

Thus, an organizational development consultant might help a

school ,district improve its accounting proceuures or help it to adopt

a n;14 science curriculum, even though seeing that district as

immature and highly ineffective in the manner in which it generally

provides 1c=aning experiences for its students. Af,uming the



consultant cares about the overall purpose of an educational systeici,

it would have to be further assumed that he or she was strengthening

functions of this generally poor organization in the belief that

such strengthening was necessary before_greatermaturity could be

achieved. In this transition:.) era of change and values questioning,

such assumptions need to be dealt with explicitly.

It will-be noted that the phases of consultant work for organi-

zational development are best understood as major emphases of seven

kinds of work. Each must occur during the time periods of work with

the client. (See Figure 14 in Chapter IV for an illustration of

this concept.) As the overall role of the organizati nal development

consultant needs to be a facilitator, and because of th special

difficulties this can raise depending upon the st ge of maturity

the organization is init is worth giving specik attention to

the work of'establishing, and repeatedly reestablishing the client-

consultant relationship in an organizational development effort.

Changing the functional capability in an organization often

brings about corresponding changes of role, status, decision making,

power and responsiblity. These tend to be loaded issues for people

Id great clarity concerning the consultant's Part in bringing about

such changers is generally needed.

Maintenance of an improvement usually demands the client accept'

responsibility for having brought aboUt the change. This increases

the need for clarity about the consultant's relationship to the client

concerning the change. Each action step, including different roles

by.the consultant at different times, may need to be clarified in

advance with the various concerned subsystems of the organization.

It may need to be carefully documented for later review. Setting,

and living up to, clear expectations concerning the consultant's

actions and role taking may be most vital. The client generally

needs to know what the consultant is going to do or not do, why

the consultant is going to do it, and when the consultnat is going

to stop doing it. 'Although there can be exceptions, it is generally

wise to follow a strategy of openness in this regard for organizational

development work.
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Recognizing Effects of Values and Biases

Ideological values and biases will guide the consultant's efforts

to facilitate a client organization's growth. .It is important to

both pa: ties that the consultant recognize his or her values and

biases as well as recognize how they tend to influence. This may be

especially true in terms of consultant notions of ideal organizational

behavior which are too advanced for the organization to achieve, o-

even comprehend.

making the decision to agree to do organizational development

L .\
wor wit a client, a consultant becomes committed to strengthening

the fun ioiling_pfthat client organization whatever its phase of

maturity. +he client will be.;ustifiably confused, and probably

angry, if the consultant demands behaviors that would necessitate

a more advanced phase of maturity than it has achieved.

There are case studies reporting failure in organizational ____.

development work with school systems where a lack of this distinction
I

may have been a mapor contributing factor. If the consultant is

uncomfortable in working with a school system that is stereotypic or

opinionated in its orientation, he or she
0
has a responSl.kility to

either find ways to cope with this discomfort or avoid working with

such systems. The best way to cope is probably to work a part of a

team of organizational development consultants that incl des

individuals who do not have difficulty on the same issues.

Here is an example of a problem that occured when consultants

r4iled to recognize this distinction. Orte4educational organization,

in an opinionated phase of maturity, attempted to implement a matrix

structure of organizational functioning. It f6iled)to recognize its

lack of skills. It lacked individuals with adequate skills of

relating. interpersonally, of using processes for planning, of analyzing

and of decision making.
Correspondingly, it had . failure experience

in attempting to use a matrix form of organization. The consultant

was discredited and the organization wound up disillusioned about

some of its potentially worthwhile ideas. The organization swung

back toward a more stereotypic orientation, scapegoated several of

its individual members, lost some of its more capable personnel, and

ended with reduced functional capability as well as less potential

for moving along the dimension of maturity in the immediate future.
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It is not meant to imply here than an organizational development

consultant would work at strengthening the functional capability of

any educational organization indiscriminately. A question of major

'importance to consider is--when would a consultant refuse to do

organizational development work with a particular client? It is

assumed that such a refusal in any given instance would be based on

one or both of the following reasons.

The first reason would be that the organization in question is

operating in a way which is hirmiul to individuals who are part of

it or are producing a product that does harm to its consumers. If

a school district, for example, is not helping individual students

mature as independent human beings, while it is helping them increase

their knowledge, or if it operates in a way that keeps some of its

staff members in demeaning kind:, of roles, many consultants would

reject work with such an organization. The point is that the con-
*

sultant would not want to help an organization b6come functionally

more capable of dehumanizing people. When such an organization is

identified, there may be times when the consultant would make an

effort to confront it or to contribute to putting it out of business

if there appeared to be no hope of movement toward a more constructive

orientation.

/A secord major reason for refusing to work with an organization

would be based on one's concern for not risking lamage to it when the

consultant's ideological needs are in conflict. There may be some

forms of stereotypic prejudices, or opiniun,ted biases which precipi-

tate feelings which make it difficult for a consultant to work Con-

structively. If, for example, a school district appears capable of

growing and moving in constructive ways, the consultant still may

elect not to work with them because he or she lacks the tolerance to

live with them during the time when they are retaining behaviors which

are personally distressing. If the consultnt believes an attack on

such behaviors would only heighten resistance to change and reduce

potential for constructive growth of such an organization, one might

refuse to work with the system, but attempt to help them find a

consultant appropriate to their current needs. Iii this era of social

change, such decision/
/
can be extremely difficult as well as important.
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Complex Systemic Change

Earlier, a system was defined as a number of parts''that function

individually and in relation to each other to realize a purpose.

Human systems are often thought of as existing at levels ranging

from the individual to societies, or even the whole world. A

system on a more encompassing level, such as an organization, is

made up of lower level subsystems including groups and individuals.

Groups are both formal and informal; individuals may belong to vari-

eties of different groupings. The organization is a part of the even

"higher" level system of its community (or communities) and its

society. A change in one part of a system will automatically affect

some counterbalancing changes in other parts. By definition, this

effect will be true to the extent that the parts function in inter-

related ways. This is sometimes refe ,ed to as an "orgatjo" view

of systems.

Change in systems, or systemic change, at the organizational

level is complex. It is generally helpful to be able to isolate a

clear need, issue or strategy. The effective consultant often helps

the client find simple, small-scale efforts that have comparatively

high payoff rather than emphasizing large complicated change programs.

This does not mean that complexity is ignored or forgotten, Even

seemingly simple interventions *should be considered in the context

of the complex interrelationships of systemic change.

Structural Linkages Between Roles and Subparts

A major factorto consider in complex systemic change is struc-

tural linkages. Organizational structure is comprised of the roles,

divisions and various levels of work groups. Mann (1961) has refetted

to these groups as work families. The major parts of the formal

structure are generally presented on organizational charts. The

informal structure also has to be taken into account. Linkage occurs

when people of different toles or parts carry out functions and make

decisions together. Sending communications to each other does not

satisfy the definition of the term Linkage. Building on a definition

of linkage proposed-by Havelock (Havelock, 1969), the authors of

PETC-III believe that structural linkage in an organization is likely

to be most effective when different roles and subparts achieve valid,

13B
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usable understandings of each other's processes. That is, people in

one part of the organization know how and why people in other parts do

their jobs. Such knowledge provides the ability to interact effectively.

The formal and informal structure.of an organization needs to

provide the opportunity for people to interact effectively. Mann (1961)

believes that organizations need special advisory and dedision making

groups composed of representatives -)f other groups found throughout

the organization, both horizontally and vertically. These structures

provide opportunity for the expertise of all role groups,to be

included in decision making, so implementation of decisions is more

likely to succeed.

Mann proposes that there be individuals who have overlapping

membership in various groups so as to provide linkage between them.

Such individuals thus fill "link-pin" roles. For example, a prin-

cipal would be considered a link pin between the school building

faculty and a district-wide administrative council. He Or she

would be responsible for representing certain aspects and interests

of each to the other.

To operate effectively, Manr believes is is important that

"organizational families" be developed before the link-pin roles

are filled. Such "families" need to share common understandings of

organizational purpose. They also need common understandings of

how such family groups work together with each other. These are

small groups who work together on a regular basis. "Vertical families"

need to be established and linked first. Then, horizontal, lateral

and diagonal families lace together to build the link pins.

Below are illustraitons of two kinds of structural linkage in

an organization.

1. Representative Linkage by Administrative Cabindt. An educa--

,tional organization may have an administrative cabinet which includes

representatives of all role groups in the organization: custodians,

secretaries, students and teachers as well as administrators. In

this structure representatives of all parts of the system contribute

to decision making. It groups across several vertical lines of the

structure.

2. Linkage by a "Linking-Pin" Structure. This structure

creates "link-pin" roles between various policy and task groups.
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A "link-pin" role is generally filled by a person who leads a

deci-sion making group at one level and contributes to another decIsiOn

making group at another level. It provides horizontal groups that

link each vertical level.

Figure412 indicates how these two kinds of structures,can

provide linkage in an organization. The figure shows both structures

of one organization. Both kinds of linkage may be in operation

simultaneously in a single system.

Figure 12 lacks a link-pin role between students and either'

faculty or central administrative staff. This omission was purpose-

ful in order to suggest that meaningful linkage of students to the

organization's formal functioning is seldom provided, 'wen though

there is contact between them. Some school districts haA.e provided

notable exceptions. Where faculty and staff have enough maturity,

provision for-direct student involvement can be extremely productive.

Normative Congruence Between Roles and Subparts

Another major factor to consider in complex systemic change is

the extent to which there is congruence of norms between roles and

subparts of the organization. In other words, do people-have similar

expectations about how things will be done? Do they act, and provide

sanctions, inccordance with such shared expectations? In line

with Havelock's idealized kind of linkage, do people understand and

interact effectively with each others' processes? Are there norms

that support sensible differences between roles and group? (Katz

and Kahn, 1966)

This is not to imply that all roles in an organization should

do things in the same way. This would ignore both the differing

functional capabilities needed from different roles and the value of

pluralistic differences between individuals' styles and orientations.

Rather, the idea is that individuals have shared expectations of how

people will do things. They accept and understand each others' ways.

There is often some lack of clarity and congruence within groups

concerning norms. Lack of normative congruence is likely to be a,

barrier to building in or maintaining increased functional capability.

It may be necessary to attempt to influence norms as an early step

in the change effort. Confronting the client with evidence of lcw
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-congruence in norms_may create, sometimes even force, an openness

to change which turns out to be constructive. High congruence is

likely to facilitate change unless the congruence represents

collusion to maintain the status quo.

Stability of Maturity: Congruence

`A stable maturity is present when the capabilities for several

key functions indicating the phase of maturity of an organization are

at the same level (i.e., all stereotypic, or all opinionated, see

Figure 5). This is a major factor to consider in complex systemic

change. It is mentioned several times in these materials and is

worth repeating and considering from several angles.

Individuals With Less Advanced Maturity. The maturity of

individuals in key influence roles should be considered in relation

to the maturity of one to another, their part of the organization

and the organization as a whole as well as in relation to the systems .

in the community. When a role is occupied by an individual whose

personal phase of maturity is less advanced than others, that person

will almost surely inhibit organizational improvement efforts. It

gen6rally will be desirable for such an individual to move out of

key influence roles until he or she has reached advanced maturity.

Such an individual is not likely to recognize the i SUe and/or agree 4

with this recommendation. Hopefully, the consult t may be able to

help the individual and others in the organizatio. see that it is in

everyone's best interest, including the individual 'n question, for

such a change to be made in a constructive way. Of cou e, this

May not be possible. Confronting the issue as one of social conflict

may then prove the wisest course, if it can be dealt with at all.

A critical issue for the consultant to be aware of, and for

the consultant to help the client recognize and deal with is that

of how individuals get into such key influence roles. If the organi-

zation is to mature, it needs these roles filled by individuals whose -

personal maturity is at, or beyond, the organization's overall phase

of maturity. Allowing a comparatively immature individual to occupy

a key influence position is likely to cause that person to become

defensive and block any movement to greater maturity.
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Individuals with More Advanced Maturity. It can also be a

disservice to have an individual in a key influence role whose level

of maturit is far advanced compared to the rest of the organization.

If such an advanced individual is not aware of the issue of maturity

and its possible implications, others may become confused, defensive

or antagonistic in response to that person's orientations, ways of

q

advanced individuals are likely to be seen by others as "too

prOgressive," "ahead of their time," and "not apt to last long in

the system." If they and their organization are not helped to

utalize this advanced maturity, they tend to leave. The lasis can

cause disillusionment for such individuals as well as loss for the

organization. It is generally true that an organization must be

doing things and interventions introduced into the system. Such

enterinc, the existential phase of maturity before a wide range of

maturity in individuals can be. tolerated, and must be at a creative

phase before such a range of maturity can be managed in totally

constructil)e ways.

Subgroups with Different maturity. The consultant will also

need to consider the comparative maturity of different subgroups in

the organization. As with individuals, the organization as a whole

is 'likely to benefit most when the most influential subgroups are

the most mature--so long as discrepancies are not too great. When

a subgroup achieves a more sophisticated form of functional capabil'

a number of difficult, issues may emerge. Such an advance in maturi

may not be understood by other subgroups and trust may go down.

Ingroup/outgroup rivalries may begin or be increased. The Increased

functional capability represents an inevitable change in the power

situation. Rather than adding to the organization's overall power,

it may upset a balance o: power among subgroups.

Generally, it is better for lagging subparts of the organization

to be helped to achieve a particular functional improvement. Of

course, there are many times when this is not possible. One major

problem is that the least mature parts of a system are often most

resistant to change. The consultant needs to rec gnize the tempta-

tion to intervene with the more mature parts of the organization

because they appear "most ready" for them No matter how ready and
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inviting they seem, efforts may backfire .Lf other parts of the

organization are too far behind for the organization as a whole to

be able to build in and maintain the improvement. A strategy of

having more advanced groups help less mature ones achieve greater

matUrity may work well if power and trust issues can be dealt with

adequately. On the other hand, consultants may he easily coopted

and used inappropriately by such groups.

Using'Figure 5, the consultant can consider the congruence of

the organization's capabilities across functions. Some functions

are likely to be provided in more mature ways than others. Even_if

key individuals and subpartt of the organization are fairly con-

gruent with each other on the maturity of each function, differences

of maturity between functions may exist. Communication may be

existential while theoretical problem solving is opinionated, for

example.

Maturity and Strategies for Changing an Organization

Fig.re 8 presented variables to consider in facilitating inter-

ventions which are related o the organizatioh's phase of maturity.

Some additional strategy ltas were just presented based on the

stability of maturity (i.e. congruence of capabilities between

individuals, subgroups and tions). These ideas included the

general importance of:

1. Not having individuals of comparatively less advanced

maturity occupy key influence roles--either increase

their maturity in needed functional areas or remove them

from such roles

2. Not having comparatively advanced individuals who are

unaware of issues concerning maturity occupy key influence

roles--help them to understand and deal with the implica-

tions of their difference or to leave such roles

3. Helping the organization recognize w individuals get

into such key influence roles and w to include

appropriate maturity of more advan ed groups

4. Being cautious-che temptation to urther advance sub-

groups-tli-at are already more mature simply because they

are more receptive
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An extremely important diagnostic issue for the onsultant is

the need to distinguish between the organization whi is "immature"

in its functional capabilities (or "adolesCent" in terms of simply

lacking a proper balance of needed functions) and one which is

pathological in terms of its purpose or procedures. Generally,

strategies to facilitate improvement of a "young" and/or comparatively

"immature" organization should be open and collaborative. Such an

organization will inavitably be doing some things that do not provide

well for the human needs of either their clients or 'le'r staff

members. In a supportive stlegy, they may be willing to recognize

this and work toward improvement.

An organization that includes in its purpose and' orientation a

desire to deny some human needs is pathological. It will not expose

these desires if openness is thought of as a threat to the organiza-

tion's power. Pathology due to prejudice and discrimination or

neurotic power needs of individuals may have an appearance similar

to a condition of youthfulness or immaturity, but calls for very

different change strategies. Strategies of negotiation,

confrontation, advocacy or attack may be called for.

Strategies for Changing Orsaniz'ational Maturity

The single. most important strategy consideration in organizational

development work is that of "knowing where the client is" and

facilitating interventions that "stay with the client." In other

words, as the consultant works to help the organization 1, ild in

and maintain an increased functional capability, interventions need

to be approT-riate to the growth phase of maturity and stability of

maturity of the organization. When the change goal is to advance the

overall maturity of the organization, some special strategy.Fonsid-

orations are important.

It is probably unwise to attempt a major advance in the maturity

of one or more organizational functions unless the organization is

reasonably "healthy" and "stable" in terms of congruence of existing

functions. A major exceptiOn to this can,exist at times of crisis

when it may be possible to achieve revolutionary, rather than

evolutiondry. Frocln--s.
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when specific factors of the model are clear to

the client can feedback to guide and support

progress be provided. Likert's "school prOfiles,"

based on his "patterns of managemerc," illustrate

the kind of model which can be helpful: The matrices

and models in the PETC materials might also he

used. (Pino, 1976) However, the consultant

might well 13e cautious ,n using a model such as

the "phases of maturity." Systems in early

phases of maturity will, by definition, react

defensively because of their way of valuing and

perceiving. It may oe most helpful to use a

partial presentation of this model with such

systems so they are not confronted with defini-

tions of functioning that are bel,ond their ability

to perceive and value.

An approach that has proved useZui in help-

ing the client' organization consider changes

and create expectations of desired models is to-

talk about "leadership style." In this approach,

a distinction is made between the personal style

of individuals in key roles of authority as com-

pared to the ways people trroughout the organiza-

tion operate so that funct,oas of 'eadersh,p"

are provided. In short, what one does is talk

about the different cprms of functional capability

as different "leadersh.:- styles" Jut .ecessarily

referring to them in terms of orcanr,.,tional growth,

health or maturity. It seems probable that fairly

auvanced maturity is needed before concepts such

as maturity can be meaningful 'for a client. People

are more likely to risk growth exp. iences when

they feel strong. Seeing constructive possibilities

of trying a new lea-lership styleis more apt to

motivate action by Fersons than recognizing one's

system as comparatively immature:

0

Ledaership
Style
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Distinguishing
Ways to assess improvement are important for

Between Two

Lekels of
any change model provided for the client. The

Improvement consultant should help the client dis,'Inguish

between two levels of improvement. The first

level is improvement in ways the organization

functions (e.g., added functions, better balance

of functions, better congruence between functions,

more mature forms of fbnctional capability).

The second level'is the effects of changed func-,

toning (e.g., better problem solving adequacy,

more openness of communication, greater flexibility).

The first level would ordinarily be expected to

lead to the second, although it can sometimes be

an end in itself where improved qaality of living

in the organi.Zation is needed. Research has

shown that schools which operate in Likert's

advanced management patterns (high maturity), have

better mora)e among staff and students, higher

student academic achievement, better attendance

and less vandalism than in management patterns

considered less mature. (Likert, 1973),

In addition to the variables presented in Figure 11, some

Implications for strategies need to be considered which relate to

/..._,..--,,...

the level of maturity which a system is approaching. The perspec-

tives and capabilities
characteristic of each phase of maturity imply

the following guidelines.

1. A technical problem solving approach will likely be most

helpful in starting a system advancing from a stereotypic

phase of maturity (when it is assumed that there are

definable, correct answers for everything important) tolNard

the opinionated phase. (Corrican,.1969)

As capabilifrem of the opinionated pnase are achieved,

emphasis wi" need to switch to the theoretical problem

solving approach (az the client becomes more concerned with

the questior:, ,,f. "What 1tril- about
\ what is right for u ?") .
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This approach will continue to influence movement tower

the existential phase capabilit4es. (Jung, 1973)

3. As these capabilities are achieved, emphasis will shift to

the philosophical problem solving approacu (i an organiza-

tion committed to experimentation and confr5n ed with the

dilemmas of trying to legitimize pluralism). (Groth, 1977)

4. High level .pplications of all three approaches, anji the

ability to move back and forth between them will charactefize

advancing to a creatiNe maturity.

Transition From Stereotypic to Opinionated. The transition from

stereotypic to opinionated maturity may be most vulnerable to

influences external to the educational organization. A stereotypic

school district simply lacks the capability to disregard its

community if members of that community desire the status quo. At

the same time, such a school district will not be capable of resist-

ing pressure from the community when that ?ressure is to become more

mature. Community conditions, and community involvement i hange

strategies, are likely to be crucial in transition betwee

first two phases.

in moving to the opinionated phase of maturity, the organiza-

tion must have time to experience personal success and community

approval of its change efforts. The transition to the opinionated

phase has truly occurred when people in,land concerned with, the'

schools can believe that they are responsible for improved function -

ing--i.e., they have generated some "ways that work best for us,"

and "we can du it our own new ways in the future." The strategy

for this transition needs to provide feedback and the opportunity

for the clients to respond to it.

Transition horn Opinionated to Existential. The transition from

the opinionated to the existential phase of maturity will also be

affected by community pressures and concerns. The opinionated

organization is mor'' likely to inhibit its own chances of maturing

by being overly res tant to any out:;e influence attempts, than

to be easily pushed b the community. -This system combines self-

satisfaction about z s own achievements with defensiveness stemming

from the vulnerability of its still comparatively low level of
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functional capabilities.' Its(tendency toward a counterdependent

orientation calls for a strategy in which community support for

experimentati n and relative freedom from demands for change may be

most likely t facilitate transition.

Unfortunately, although many schools could be approaching this

transition during this era, external demands at local, state and

federal levels are increasing. Resulting conflicts are 'being

handled in ways that raise tensions and polarize resistance, blOckinig

movement toward the maturity levels needed before negotiation of

differences can be a constructive and valued rocess. The need for

the system to experience enough freedom-to be able to recognize the

Inadequacy of the stereotypic and opinionated orientations and the

excitement of relativistic possiblities is frustrated, making a

transition to a higher level of matur-ty very difficult to achieve.

Reactionary behavior is more common.

The wide range of experimentation many schools experienced in

the 1960's could be ideal preparation for achieving greater maturity

if adequate freedom is now provided. If it is not, educators who

would otherwise have provided leadership for this transition may

react by leaving the field of public education:

It is important to note that individuals or groups who achieve

an existential phase of maturity are unlikely to regress or allow

themselves to be held back. This likelihood represents a critical

turning point in becoming oriented towards continuous change. It

can sometimes aid, but will at other times hinder, efforts to

achieve a constructive change strategy. Commitment to explore and

grow is generally helpful unless it is implemented indiscriminately.

If this ,..Ommitmcnt is toy far out of line with the maturity and
a

expectations of other systems, it can produce a 'oacklash of resistance.

If it is too unrelated to the system's purpose, it can prove self-

destructive. If i' undermines the patience usually needed in a long-

range strategy, good people may be lost and the more mature parts of

tilt organization may collapse before change can be stabilized.

Trahsition from Existential to Creative. One critical factor

in strti ogles of facilitating the first two kinds of transition is

the presence of key individuals to provide particular kinds of
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leadership. Leadership needs to change in the transition from the

existential to the Creative phase, where an orientation and capacity

for shared leadership must be achieved In these phases, need and

val for strong l3aders gives way,to allowing for full utilization

of each individual's resources. Creative maturity is pluralistic

rather than collective in nature. As such, it is capable of infinite

differentiations of inIividual growth. The strategy for transition

to the creative phase correspondingly necessitates the capability to

utilize different kinds .of logical problem solving appropriately as

well as being 'open to nonlogical kinds'of pi.oblem solving. It is

only .then Lumen cyst s are finally able and willing to conceive the

unimaginable that awareness of it, if it.does exist, can occur. This

is the creative orientation.

Two final strategy considerations are worth some special atten-

tion. They concern confrontations and rewards within the system.

A confrontation as the awareness that things are different from what

was believed or expected. Confrontations tend to be perceived

negatively from stereotypic and opinionated perspectives. They

are more liYely to be appreciated and valued from existential and

creative perspectives. Confrontations are generally important to

growth. Interventions may be needed to precipitate them. The

consultant needs to be careful to use strategics that provide the

client system in an early phase of maturity with a '.rue awareness

of the discrepancy rather than a feeling of personally being the

subject of confrontation. If the client feels condemned by the

consultant, or embarrassed at feeling exposed in the consultant's

presence, both the potential of learning from facing the issue as

well as the consultant/client relationship are in jeopardy.

The way rewards are provided in a system can be a major aid or

a block to strategies for changing the organization. If the change

is an attempt tc build in and maintain increased functional capability

(i.e., an organisational development effort), various individuals

will need to gain new concepts, skills, orientaLions and behaviors.

Gaining them does not assure they will be used. Whether people try

them, and continue to use them, will depend on experiencing rewards

for their efforts.
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Even when the trainees valued their learning; training inter-

ventions often fail to produce organizational change because a

reward system is lacking for applying what was learned. The same

thing may happen when the system values what trainees have gained,

but fails to reduce the rewards and sanctions which maintain old

practices. Feople in the system then fi,1 themselves overloaded

with practices which are addit:ons to, rather than substitutes for,

old ones. Or, some in the system may feel very positive about the

new practices attempted by their colleagues, but fail to express

their positive feelings in the form of any tangible reward. Those

who risked trying the new practices give them up without ever

realizing they were valued. The effects of the rewards in a system

can never be taken for granted. They should be carefully considered

as part of any organizational change effort.

Identifying and Defining
System and Subsystem Boundaries

An educational organization such as a school district is a

system whicn includes a number of subsystems. The norms and structure

of the organization are generally maintained by these formal and

informal groupings of people.

The organizational development consultant must be concerned with

the boundaries of the system as a whole and also with the boundaries

of each subsystc ,-Ithin the organization. If t=he consultant tries

to help the school district improve such functionc as reporting to

parents, using community resources, Implementing new curricula,

improved coordination of planning with a state agenc-,, or communicat-

ing needs of a bond issue to the community, he or she will be dealing

with boundaries of other systems as well as the boundaries of sub-

groups within the organization. _

The terms "Ingroup" and "c,ut'_;roup" can bo helpful in thinking

about working with these different systems and subsystems. When

working with an organization, the consultant is dealing with a

complex network of boundaries, e.g., influence and decision making,

among and between these groupings. For example, in one scnool

district acceptance of the consultant by administrators may'
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automatically mean that the consultant will be viewed positively by

custodians but negatively by teachers. In another school district

the reaction may be just the opposite. In still another school

district, acceptance within that organization might automatically

mean that the consultant is viewed negatively by some minority groups

in the community. The consultant obviously needs to proceed with

caution. It is important to diagnose the multiple meanings a particu-

lar relationship with one group can have.to the consultant's

potential relationships with other groups or subgroups.

As a consultant to the organization, the important thing to

remember is that it is the .crganization's functioning whicn he or she

seeks to imprqve. A common error is to achieve improved functioning

of a subgroup while multaneously increasing ingroup/outgroup

antagonisms between bgroups. A subgroup that has'improved its

skills might be highly enthusiastic only to find that the organiza-

tion as a whole rejects the changes which they have achieved: This

tpe pf problem raises the frequent importance of what some have come

to call the multiple-entry strategy in working with organizations.

Power and Organizational Politics

Power is the ability to affect the meeting of people's needs.

Ability to contribute to meeting another's needs gives one's power

the meaning of personal worth to that individual. Ability to hinder

the meeting of another's needs gives one's power the meaning of

potential threat to that individual. Often, but not always, the two

meanings go together. It's easy to sec why most of us have strong

ambivalent feelings toward persons in organizational roles seen as

superior to ours. It's also not difficult to imagine why trust, the

willingness to be influenced, has been found to be an important varia-

ble in organizatiOns. This is not to imply that it is good for people

to be indiscriminately trusting. Some of the major distinctions to

be aware of arc shown in the following paragraphs.

A' obvious issue is the distribution of power between_ individuals,

roles and groups in the organization. In healthy, and more mature,

organizations thei:e is a balance of power appropriate to responsi-

bilities rather than concentrations at one or a few points. A
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related, but less obvious issue, the total amount of power in the

organization. When all people in a school feel that neither they,

nor anyone else in the setting, can influence things, a situation of

low power exists. In a study of American high schools experiencing_

interracial and intergenerational crises, Wittes (10?0)' found low

power conditions to be especially problematic.

Another issue concerns informal networks which
k

may operate in an

organization. In Immature and/or pathological organizations they

may be more important than the formally sanctioned structures and

procedures for decision making. Informal power cliques may grow to

control areas such as student extracurricular activities, curriculum

selection or personnel recruitment. Individuals may use "pull" with

decision makers based on personal relationships for such things as

job placument. People in managerial roles can make a show of using

shared decision making or fair employment practices while actually

resorting to manipulation and "back door politics." This usually

becomes evident to others fairly soon with very negative consequences

fox staff morale and productive functioning.

It may be important to look for a distinction between personal

power needs and practices of individuals versus power issues that

have their sources in the structure and norms of the organization.

While a given situation may involve both, the differences can also

be fundamental. Careful diagnosis is likely to be c,oential before

attempts are made to intervene.

For example, a principal may not be involving teachers in

decisions on an issue such as lunch hall assignme.ts. Considerable

grumbling about this may be heard in the faculty lounge. What are

some possible reasons for this situation? It may be that this prin-

cipal is an autocrat wno doesn't trust others to share power. Or, it

may be the way the school district operates causes this principal to

be-so overloaded that time and energy have not been available to work

with others on this issue as yet. Or, it may be that teachers in

this building have avoided opportunities to share in working on this

issue, preferring to gripe and act as though they were being abused.

It''generally wise to 'ook carefully before leaping into confroncinq

power issues.
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Power was defined as the ability to affect the meeting of people's

needs. Such human needs take many different forms. Power, corre-

spondingly, exists in a tremendous array of forms. It can frequently

be enlightening to analyze a puzzling issue in terms of its power

implications. Consider the answers to questions such as those which

follow.

What are the relevant needs of those involved in this issue?

What alternative ways might they be affected?

What different ways do people group together in terms of
self-interest on those needs?

How clear and open are people for themselves, and with each
other, regarding their needs and power in this situation?

What is the greatest real concern, the substantive issue
(e.g., what next year's room assignments will be) or, the
power dynamics (e.g.:, who determines room assignments)?

Several training systems such as Interpersonal Influence (Emory,

r41973) or Social Conflict & Negotiative vroblem Solving (froth, 1977)

help participants become aware that issues of power and organizational

politics can be varied and complex. Even those training systems,

however, provide only a basic introduction to this area of concern.

Without repeating their content here, anyone desirous of doing OD work

in education is strongly urged to first gain experience in this area.

Because of its potential impact on human needs and development,

and because of the placement of public education in America's social

system, education in this country is an exceedingly political enter-

prise. The implications are vast anV only beginning to be recognized.

They range from internal phenomena of empires and empire builders to

intracommimity battles over local control of schools to external

effects of voters rebelling against prbperty taxation with little

regard for the effects of their rebellion on their school system.

Consultants are needed who can help make dealing with these issues

clear and clean. Consultants who are naive about power and politics

do more harm than good irrespective of whatever else they have to offer.

A final note regarding power and politics in education seems

worth sharing. Americans generally seem to have been raised to value

a strong,sense of fair play and collaborative teamwork. They have a

tendency to equate power and influence with being autocratic. In this

confusion, many educators have become hesitant and uncomfortable in
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looking at, much lest dealing with, issues in this area. As defined

here, power and influence is-inevitable and important in all inter-

personal relationships. conflicts inherent in differences of self-

interests are equally. inevitable. A degree of related tension will

show itself in any healthy organization and should not be confused

with pathological conditions. In fact, one kind of pathology fre-

quently found in educational organiz tions stems from failure to

recognize, or purposefully ignoring, )owir and political issues that

might have been easily corrected if u derstood as legitimate.

The term "entry" is a common one in the )argon of organizational

development work. F. :ry is defined here as becoming involved more or

less explicitly in the internal decision making .(i.e., within the

boundaries) of the organization. This is different from doing things

which are reacted to by people in the organization. The consultant

has made entry only when he or she becomes involved with members of

the organization in affecting decisions, or is allowed to operate

independently within (or for) the organization in ways that represent

its functioning.

From this definition it should be understood that entry is very

much a part of the definition of the consultant's relationship with

the organization. Further, while every entry is an intervention into

the organization, not all interventions represent entry. There may

be many kinds of interventions which influence the organization and

its relationships which have no concern with issues of entry. With

these definitions and distinctions in mind, consider some of the

following major issues of entry.

One Issue concerns the point, or points, and level of the organi-

zation at which it may be wise to attempt initial entry. While t,..s

may be partially decided by the way the consultant-client contact was

originated, it is often a more open issue than consultants realise, when

using Involvement in internal decision making as the criteria. The

OD literature generally advises that entry needs to be established at

the highest organizational levels if the OD pr,

..

ect is to be successful.

One might readily assume c- if lasting organiz 'tonal change is to be

accomplished.
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While acceptance by those high in the organizational structure

may be critical, the consultant should not assume that this accep-

tance generalizes to all parts of the system. The safer assumption

would be that involvement with each new art of the organization,

or in each new issue with already entered parts,.demands a new entry.

One of the touchiest issues in consulting involves the client's view

of th:,. consultant's legitimacy and role within the system. Once

inside, the consultant is a power and part of the politics of the

organization. Implicitly, if not explicitly, the consultant can

assume that people will wan, to know whose s,lf-interests may be

effected, what the limits of involvement are to be, when or under

what conditions the consultant will leave or be ejected, and what

the consultant seeks to gain from this involvement. Consultants may

' think of themselves as "friendly facilitators" whereas their clients

come to view' them as "a fungus among us" or someone trying to make

a permanent job for themselves in the organization.

When initial entry is gained at a high level of the organization,

two particular possibilities can occur which call for Alertness.

One is that such entry may be no more than a chance to prove oneself.

It's best not to assume that this first step means the consultant

has been endorsed by the top level or will be accepted as legitimate

in various parts of the system. It's well to find out, if possible,

whether the gatekeepers are saying they are strongly behix4d the

consultant or have merely offered a "hunting license" that will be

maintained only as successful entries to subparts of the organiza-

tion are achieved. If strong endorsement from the top is clear at

the beginning, the second possibility to be alert for is that this

may be seen as a threat and resented as authoritarianism in va.atus

parts of the organization. How people call react is likDly to be a

factor of individual and organizational maturity. Such reactions

can often show quite a lot about maturity which can then be used as

diagnostic information for the consultant.

One immediate issue of entry is the reason for it. What is the

assumed focus of the potential OD project? Many OD consultants have

entered organizations on the basis of somewhat amorphous claims that

things in the .stem could and should be better and they know how
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to help them becs.,me so. Their underlying assumption seems to be

that virtually any organization can improve at almost any time.

Whether or not this is so, the authors of PETC-III want to state

clearly and emphatically that we do not share such an assumption.

From an evolutionary and developmental perspective, there can be many

reasons why an organization may not be ready for change at a given

time. Attemptinc change from a naive or overly idealistic perspec-

tive may result in damage rather than improvement. For school systems

that are in'early phases of maturity, it maybe best to enter with

a reasonably clear, shared notion of what the OD project focus is

to be. It may take some continued clarification, but it's well to

start with a farily explicit idea of the function which the system

desires to improve. As the project proceeds there may well be work

on improving other functions, but this is related as a means to

achieving the central project focus.

When a - eneral diagnostic approach, rather than targeting improve-

ment of a designated function, is taken upon entry as- a project focus,

members of the organization can quickly become uneasy about what the

scope and duration of the OD effort is ,o be. From an ideal perspec-s

tive it can be argued the organizational development should not be

con .eived in terms of scope or duration.. It should be continuous as

organizations evolve in "self-renewing" ways indefinitely. This may

be possible for an organization which reaches a phase of creative

maturity. For most school_ districts, as well as in any other kinds

of organizations, entry with an explicit OD project focus is more

likely to be wise.

Appropriateness as the term was defined earlier for individual

learning, applies equally to the focus of an OD project. The can-
-%

sultant should be concerned with the following questions.

Ars there adequate prerequisites for attempting this improvellent?

Research has shown that many educational innovations fail, for

examp'.e, because no prior training exists for those who are

to carry them out. -

Is the nature of the improvement relevant in terms of cultural

orientation and life style in the organization? ,Informal

attitudes and exp-ctations may be espec"ally important.
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Can the presumed improver.ent be meaningful in terms of the

developmental phase of the organization? Innovations that were

meant to provide sophisticated forms of functioning can be

reduced to 4ta::eotypic or opinionated practices: A-common

example occurs when persons who lack interpersonal and problem

solving skills are thrown into team teaching patterns and wind
up simply dividing areas of responsibility and teaching in

their same old ways.

Another issue is whether the consultant's effort will, in fact,

become an organizational development project. The consultant may

make h successful entry only to discOver that assumptions about the

nature'of the ef4c.t were not shared by the client or are unrealistic.

It can be importa for all to recognize sooner, rather than later,

if the effort should be one of temporary provision -If functional

improverient, or increased functional congruence rather than a true

OD project where increased functional capability is to be built in

and maintained.

Another ,issue concerns possible bias of the consultant upon

entry. ,Early impressions can easily be misleading. The consultant's

attempts at entry represent an inLeryention which is likely to

cause behaviors in the organizataon which are not typical except as

its way of `reacting to possible entry. Also, those in the organi*,.-

tion who provide early acceptance will convey their view of things

to the consultant which may not ne repre.-,entative or valid. Caution

is wise in arriving at diagnostic impressions. Upon entry, one

should consider possible motives of early acceptors as we_i as

resistors.

Objective data collection, such as questionnaires and targeted

interviews, has often been used very early in organizational develop-

ment projects. Even when used after overall entry has becn

achieved, data collection may represent an initial entry step

subparts of the organization. Data colle.,Ion as a part of entry

may have special implications worth considering. Formal data

collection implies a demand for trust from organization members

which they may not feel-is warranted. It also implies a commitment

of some kind of follow through which the consultant may not have the

power to honor. The consultant may see it as an important step in

becoming helpful, chile people in the organization hold an impression

that someone is looking for trouble A threat of uncovering
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more parts of tnc system are recognized. The consultant tries to

work with various parts 3f the s-,,,stem to be sure there is adequate

Inclusion of any groul that has a vested interest in the change which

is being 6ttempted. He or sne especially works at invojvira

re,resentatives of ether ,.roues in understanding and creating1
appropriate, expectations ,:oncerning any specia' effort being made

by one group. For example, an effort may be made to be sire a key

administrator !_articipates in training c-ir teachers. Or. an effort

might be made to he sure a teacher who is viewed by other teachers

as being a peer leader has an opportunity to consult on a major

procedural change being attempted by administrators. Or, an effort

is made to be sure icTresentatives-from other faculties have the

opportunity to observe and critique an experimental effort being

undertaken my the faculty at one school. A key concept of multiple-

entry strategy is this notion of lirnidng roles between subgroups.

Another key coLept of multiple-entry strategy is =providing

appropriate forms of training in the same provess for a variety of

roles. For example, is questionable whether a good program-_
planning-budeting-evaluation system can be instituted in a

school district unies, there is simultaneous trainin, of some version

of the system technology pro.cess for curriculum developers and

,,_eachets as well as for the administrators of the system. Curriculum

dev- 7ers and teachers will each need versions of training in this

process appropriate to the work they will do. They don't need

exactly the same range of skills and techniques as the administrator.

The , nistrator's needs may be more extensii,e than the teacher's.

however, a simplified version of the same process can meet real,

practical problems the teacher has. At the same time it mean

the teacher can work together actively with the administrator in

applying the overall system for school district management. This

avoids feelings of being at the mercy of others using a process

which one does not-comprehend. This strategy replaces it with a-

basis for real collaboration. Havelock has proposed this kind of

linkage, i.e., different roles having usable understandings of cad,

other'c processes and orientations, represents the s'ingle most

critic 1 factor necessary in achieving successful educational

improvement. (Havelock, 1969)
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A third idea in tag multiple-entry strategy concerns the

possible neea for cnanlingseveral functims simultaneously n ways

that mutually reinforce each other. For example, a better process

for planning might rely on simultaneous improvement of the organiz-i-

tion's functions of assessir,;, communicating and reporting.

mu' iple-entry, then, can mean crossing the boundaries of several

systems or subsy, -ems simultane,usly to get reinforcing effects for

the overall change desired. It can also reran working at firinc.jini

a.'out several kinds of change within one s-. : :'uy,,tcr simultaneously.

\tIn any case, the idea of entry refers to c.rossing the boundaries of

a system to bring about changes that affect its choosing and

decision making nrocesses. The basis upon which a system will allow,

or re7ect, entry will depend uf,on its phase of maturity. As a

general rule, the clearer a client is in its exjectations and agree-

ments to any intervention, the more likely intervention will be

successful.

Changing Formal and Informal Structure
of the Organization

Responsibility for changing the formal structure of an organiza-

tion generally rests wit'a Its administrators. Sore aspects of the

formal structure may be implied by the policies of the organization.

For example, the school board may institute some policies that call

Li
for a di i ional office of research and evaluation. Most school

districts e procedures calling for approval by the school board

when major structural changes have implications for the district's

,policies. in i healt.i, mature school distr ict, administrators

throughout the erarchy have authority to determine structural changes

within their rea of responsibility. This would be the case in a

large, decentralized school district.

The formal istructure of an educational organization in early

phases of mat-racy can generally be simpl,y and accurately portrlyed

by a staniard organizational chart. A more mature organization would

have a more_ cp,mplex and dynamic
formal structure which is harO_Ir to

display visually. Such a display generally calls for two- or three-

dimensional matrices to indicate the interchadge of resources across
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functional areas of responsib 11,ty. Such an organization is structured

to focus on problems and needs ather than along lines of functional

capability. -----__J

The informal structure of the orranization show, 'beyond those

issaes covered ty its formal structure, who relates to whom about

hat and witn wnat effects. School districts, like most organi%ations,

tend to have many patterns of toraTanication and Influence outside of

what would be expected from a literal interpretation of their

organizational charts. For .ample, there may be a few individual

teachers who have great -r:luence on the superintendent, or a

school board, of a distri_t. Or, researcn has shown that friendshii-

and influence groupings among teachers are e major determinant of

their innovativene'ats in the classrccit: irrespective of the stractures

the district'ma have 1.nnich are s'acpcsed to suprort dissemination and

implementation of innovatiDns.

The administrators ver. ion of Pee_ir-.% 7: ;:._:n7

SolvinJ (Jung, 1973) , develop d by the N, tonal Fdat-fional

Laboratory, uses a data latneiird tools booklet that provides ways

to :identify ma7or aspes of the ilformal strwt.ipie in the educa-

tional creanization. (Fox, 19731 The action researc/- process

provided in this training is a major strategy t..at -.,an be used in

bringind about (7-kin:t s in informal strict.,re.

Changing Norms in an Organization

_')nce forma) a-,d it feral c'rodture..- of an c.rganization have

been chang...1, and new and re-..-)urce,-; rive been introduced in

a school hstrimt, theie may still be lit le. ,improvement in the

f'inctional 'These -handes probabl,

be necessary for such roveru are, ,ften net sufficient by

themselves. The missing inor,dient 1., most oftr-n a lack -if nc,dd

-Thcin_1(-, in the norms of the crganization to support effective use of

thk., new structures, skills and resources.

e_rganizaticnal corms are the snared expectations thaLifople

Piave about what should be done, how it should be done, and who will -

do it. The, involv2 kir Is of rewards and/or peinishmenf:s which are

usually informal bu._ effective in IT.., moat members of a group
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r

iniormal_stiicture :-..4.tats with key influerce people in the
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at decisions, but can ensure that the necessary norms are formed to

maintain tae use of new skills and support the imOementation of

decisions in the future.

Modeling by leaders is a fourth strategy that can be an

effective wav to bring about normative changes in stereotypic or

opinionated organizations. Such norms are stabT so long as the

people who stArted the norm stay in leadership les. They change

quickly with a change in leadership. When ere is n opportunity

tOr helping the organization move, to a more aclAnced hase of maturity,

modeling is a poor basis for forming norms i an or.nization.

Another strategy for bringing about normativp.change in an

organization is to involve the members in identifying the norms it

desires; diagnosing and analyzing the norms that exist, and explIcitlx

working at and creating new norms. This is probably best achieved-

in stereotypic and opinionated organizations by dealing with norms

that relate to practical, everyday problems the organization is

concerned with A school district in one of these ew.ly phases of

maturity lacks the dynamic orientation necessary for recognizing

the value of generalizable norms for teacher classroom innovativeness.

Nevertheless, such a school district might be quite capable of

recognizing and wishing to deal with a norm effecting the quality

of use of a new set of reading materials. Ability and desire to

deal with more abstract norms is one of the goals of self- renewal

in having the school move toward a creative phase of maturity.

A number of Ideas ab, t working et organizational development

have been put forth in this chapter. Two points seem worth

emphasizing in conclusion. First is the reminder that any of these

ideas may, or.may not, be appropriate in a given situation. None

can be considered as absolute truths or hard and fast rules. They

are offered here to help the consultant considr: what maz be done

or needed in various situations. The second point is that this

chapter only scratches the surface of the many ideas, research

findings and experiences available concerning organizational

development work. The past three decades have provideu a vast and

growing literature Th-)ugh mu--h of it comes' from fields other than

education, tie literature is a resource every organizational
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development consultant should explore. In doing so, the cop ult

is advised to keep in mind the considerations believed to be unique

about schpols as human systems so the Implications fran other fields

might be appropriately applied to education.

Commentary: Some Reflections ...

In work1ng with a client you generally begin by trying to make

sense of what 1.'e in the organizational system is all about. Like

an anthropologist you attempt to gain perspective on the system by

seeing the world through the client's eyes and by appreciating the

reali es of their situations and concerns A they perceive them.

This fact ates your understanding of "Where the client 's coming

from" and provides clues for directing your interventions to areas

where the client can grow and mature.

However, as aft OP consultant you are not limiter' to this perspec-

tive alone. There are other vantage polots from which to view the

system. These can provide yon with a richer frame of reference for

organizing, conceptualizing and responding appropriately to the

realities, demands and stresses of the situation. Never forget that

you are a most important data-gathering and sensing instrument. So, 5

how do you make sense and bring into focus what's going on in the

system?

You,listen. You listen ti143how individuals in given sit-nations

present to themselves and to others the issues, concerns, feelings

und contexts of their organizational experience. You listen to the

prevailing organizational mythologies and to the metaphors which

people uSe 1.n describing their lot. (Consider the differfnces

implipd by referring to a particular school as the "factory,"

"an amusement park, or "a jungle. ") You listen in an effort to

capture the spirit and drama of organizational actors and events.

You also onserve.. cu observe people interacting -,-,21 onj

another aad begin to sense the nature and quality of their relibn-

ships. You observe how people make use cf resources, materials,

spaces as well as where people and things are located in the

organization. You observe the characteristic ways people in t'Ir

organization do the things they do. You compare shat people say with

what they co.
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And you ask questionslots of questionsque6tions designed

to clarify, cajole,.supplement, raise issues, Show support, confront,

provide clarity, insight, understanding or suggest interpretations.

Skillful questioning not only provides data, but "hociks" respondents

and involves them in the OD effort. It provides a visible demon-

stration of your interest in their concerns and feelings. Often

it is a useful step in building trust and rapport within Lhe client

system.

You liiten, observe and as questions so that you can develop

pictures of the organization and gain insights into how and why

things work (or don't work) in the organization. And in this effort
vr

we've discovered, almost like focusing on a figure-ground relation-

ship, you begin to be aware of the "patterns," and of the incon-

gruencies and discrepancies. Slowly, you become aware of the things

which don't make sense or don't "feel" right to you about ,re system.

The dilemma you may come to face, however, is how to be flexible,

,open to new information and emerging patterns of behavior once you've

achieved a particular focus and understanding. The trap is in

pushing all data till it fits your particular conceptual framework.

Besides being awars ,of this tenden'.y you may find it useful to

thirk of data collection and the analysis of data as two separate

but symbiotic ongoing endeavors in the process of organiiational

development.

Being aware of typical phases of planned change (as in the

model in Ch.pt-,r V) is handy for thinking about various aspects

of an OD effort. Be prepared also to let your energies flow in
-

several different stages simultaneously. Unlike baseball, you .aay

sometimes touch these bases in a different order to better fit the

situation. (Typical OD interventions are usually only neat and

compartmentalized in hindsight.) Like the water bucket dipped in a

river, it doesn't really capture the dynamics of an OD experience

any more then an organizational chart explains how the organization

reatly opel'ates.

We suggcst that you be somowhat cautious if you think of your-

self specifically as a change agent. Your very presence in the

system may, of course, cause some char:cies to occur, but you may

0
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want to remind yourself that the responsibility for change lies

clearly with the client and not ,it ou. ,Otherwise, the client may

fail to learn from the experiences of the OD effort or may become

overly dependent upon you as the consultant.

Your job is to increase the client's "functional capability."

This is accomplished by helping the systemto grow and mature and not

necessarily )1 "change." Your role is one of helping to remove

obstacles to no ial healthy processes. You might aid in finding

better mechanisms in the system for coping with uncertainty. Or,

you may help expand the resources and skills brought to bear on

problems; oi, enrich the way= the client responds to the forces of

change. But, you will want to be clear, that it is the client who

mazes the hard choices, ta%es responsibility and lives with the

consequences of their behavior.

Many times what you bring the systen is an ability to,

"stop the world:" as Castaneda describes it. You use your own

sensitivities, resources.and skills to provide the client with a

sense of secur -, and a feeling of adequacy so they can freeze or

stop their worlds long enough to get in closer touch with their

own needs, abilities and limitations; to focus in on their own

processes and inconyruencies; to analyze, exprss and confront; to

realize and recognize chore points; and to accept responsibility.
)
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Chapter IV:
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Chapter IV

In orgariizational development consulting, as in the PE'?.. -II

instructional system for consulti:g (Dino, 1976), the phases of

planned change and the diagnostic and intervention matr,ices are Aain

the major diagncsti-7 and analytic tools. HoWever, there is a major

addition in _le intervention n.trix for use in organizational

development ...iultations.

Applying the Pha'ses of Consultation
PFTC-III applies the Lippitt, et al (1958) conceptualization

of -es fo: planned change as si,.oum in Figure '3. Since an organi-

zatior,al e lcpment effort inevieably takes longer than the average

PETC-II consultation, the application of these phases needs to be

looked t hv.e_in a more comprehensive way. The appropriate section

from the PETC-II central ideas paper is reproduced at the end of

this section.

During the months that a typical organizational development

effort takes plac 1, the phases of consultation should be viewed as

a sequence of major emphases which characterize the consultant's

work with the client system. At the same time,. it is important to

recognize the labels for these seven phases repre:.mt seven different

171



1

The Present Situation

.

Identify a
Need for Change

2
Establish a
Consultant Relationship

.

3
Clarify or Diagnoe
Client's Problems

4
EAamine 20.teinatives

and Establish
Intentions

5
Transform Intentions
Into Change Efforts

6
Generalize and
Stabilize Change

i7
Achieve Terminal
Relationship

The Desirable Situation

Figure -13. Phases of the Consultation
Relationship for Planned Change
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kinds of work which the consultant might need to give attention to

any time during his or her relationship with the client system. For

example, though major emphasis during the first weeks or months of '

the relationship may be on the phases of identifying the need for

change and establishing the relationship of the consultant to the

client sstem, this kind of work may need to be returned towoccasion-

ally when the major emphasis has become diagnosis, examination of

alternatives or even stabilization of the change.

In edd,ition to going back repeatedly to work that characterizes

the emphasis of early phases: the organizational development consul-

tant must also prepare in an early phase for the later phases. For

example, while the major emphasis is still establishment cf the

change relationship, some preliminary diagnostic work may be important.

Some things may even be done that serve as critical preparation for

the later possiblity of stabilizing certain kinds of desired changes,

should it prove possible to bring them about.

..As a more valid and helpful conception Jf the phases of consul-

tation, Figure 14 presents them as a matrix iather than a one-

dimensional list. Down one side of the merix axe the labels which

represent kinds of work. 'A consultant may need to engage in more or

less of each of these kinds of work during every period of a relation-

ship with the client system. Across the top of the matlix, seven

periods of time are marked. As these periods are completed, they

are each characterized by one of the kinds of work as a major emphasis.

Thus, the phases of consultation are represented diagonally from the

upper left-hand box to the lower right -hand oqe. All other boxes

in the matrix represent the other kinds cf work thin must also be

done during each period of time: Each of these periods may last

from days to months in a given client relationship.

Looking at such a matrix can help the orgeizational development
,

consultant to continuously review and anticipate the kinds; of effort

he she is responsible for. While in the phase of diagnoSis, it .

will remind the. consultant t0i be alert ta clues from the client system

that a review, r )e clarification r alteration in the relationship

with the client may need to be worked on. It may help the consultant

to recognize ways the client system can be readied for viewing

alternative routes and goals for later emphasis.
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s:

Periods of,Time Covering the Total OD Effort (Each Period May Last From Days to Montis

Kinds of Work Period I - Period II Period III Period IV Period V Period VI
-,,

Period VII

Idec:tify 'a need

Col change .

.

PHASE 1

emphasizes-
this kind of
work

(What is the

.

,.,

k.
lissatisfaction

.

or the desire? Who wants the

,

improvement?)

to help? Who
Establish a

consultant
relationship

(Does the

PHASE 2

emphasizes
this kind of

work

client desire help? Does the

.

consultant wait

I

will do what?)

Clarify or .

diagnose.

client's
problem

(Why and how are

implied?

things

PlIASE 3

emphasizes
this kind o
work

.

happening a:i they are? What
..

kind of problem nolving is

Examine
alternatives and
establish
intentions

(What can be done to bring im,rovement?

.

, PHASE 4
emphisizes
this kind of
work

What effects Ind sideoeffects might occur?)

Transform
to be inv9lved

.

and what decisions

I

need

PHASE 5
empha,iizes

this kind at
work

to be made in order to begin
rntrntions into
hanqe efforts

(What people need
action?)

generalize and
staoi 1 lle Change

(What ,structures

structures and
the orianization?)

and norms must
norms in outer

he formed and
to permanently

what forces are
build thb new

1

needed to

functional

I

rw o

ozsphasizcs
this kind of
work

support these
capacity into

Achieve tern.nal
relationship

(How can the consultZints
improvement?

the

_4_______

make

How can the consultants

t?)

sure that the
make

client knows it responsiWe
sure the client is capable of

I

1 1

rot tlie

maintaining

z PHASE 7

emphas:zes
this kind of

work

Figure 14. The Phases Of Consultation as Major Kinds of Work 1_)'A k



This comprehensive way of keeping simultaneously aware of kinds

of work while attending to the major emphases can have added payoff.

A look at possible eventual aitcrnatives, while'seemivly premature

during diagnostic work,, mic:ht precipitate cLient reactions that yield

additional diagnostic data. Or, work at reclarifying the client

relationship, even in late phases of the total effort, can result, in

a surprising release of energy within the client system to try, out

or incorporate changes being attempted.

Phase 1: Identify_a Need for Change

in order that a process of planned change

may begin, Lippitt et al., (1958, pages 132-133)

specifies three things which must happen during

this first, or "un

problems which are

reezing," phase. First, the

creating stress in a system

must be translated.into "problem awareness."

Difficulties may be encountered in achieving

this translation, since different parts of the

personality, or different members of a group,

may be aware of problems to differing degrees.

There also may be communication barriers which

-block the spread of awareness. Second, 'problem

awareness must be translated into a desire for

change. This can come about only when there is

"confidence in the possiblity of a more desirable

state of affairs." Finally, problem awareness and

a desire for change must lead to a specific desire

for help from outside the system. For this to

happen, outside help must be perceived as both

relevant and available.

This unfreezing, or development of a need

for change, may occur in one of three ways: (a)

a change agent locates a source of difficulty,

and offers help; (b) a third party brings the

client and the change agent together or (c) the

client system itself. seeks help fr..= an outside

source. The third possiblity seems the most

common way for the change process to begin.

19 ;.)

Phase 1:
Identify a Need

for Change
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Phase 2:.
Establish a

.Consultant
Relationship

Phase 3:
Clarify or
Diagnose Client's

Problems

176

Phase 2: Establish a Consultant Relationship

The probleMs which may be encountered .during

the phase of establishing a change relationship

are numerous. Lippitt' discusses the difficUlties

involved in communicating needs, the significance

of first impressions, and the importa-..ce of build-
,'

ing trust and understanding between the change

'agent'and the client system. This research also \.

points out that it is often advisable for the two

systems to agree to a: trial period of collaporation

to ensure that the relationship will be mutually-

,satisfactory.

This phase is.one .of the'most crucial parts

of the change process.

,
The success or failure of almost any
change project depends heavily upon
the quality and the workability of
the relationship between the change

agent and the clibnt system...
(Lippitt, at al., 1968, pages 135-136)

Phase 3: Clarify or Diagnose Client's Problems

In order for the problem to be diagnosed

(and the first phase of "moving" tc, commence),

the change agent must first be able to obtain

information; Lippitt states that this may be a

simple matter, or it may be a very lengthy and

trying one. It is after the data has been collected,

howeve4, that tb significant problems in diagnosis

are encountered As the data is analyzed, the'

client is likely
1

to be faced with a problem which

changes and broadens in scope; what was originally

perceived to be a relatively simple problem may

come to seem almost overwhelming.

A

Further problems may be encountered as the

change agent attempts to offer interpretations

of the client's problem. The client may become

hostile and mayreject,the agent's diagnosis.



A .

Lippitt suggests the client rust strike a

balance between two extremes of inaction.

...The, inability to do anything

because of a helpless dependency and
defeatism in the face of unexpectedly
acute problems, and refusal to do any-
thing because of a hostile rejection

of all diagnostic interpretations. r

iLippitt, et al., 1958, page 137)

Phase 4: Examine Alternaties and Establish

Intentions

In this second phase of "moving," the

diagnostic Insights rained in the preceding

phase must be translated info ideas for action

and then into intentions to carry out the ideas

in a certain way. Cognitive problems are likely

to arise as the alternativepaths are explored,

and motivational problems may occur whell'it

becomes necessary to endbrsea plan of action.

One particular motivational problem may be
t-

the client's fear of failure in carrying out a.

plan of action. Lippitt feels: "Often these-

anxieties can be eased by providing ways for the

client to test innovations beLore they are

permanently adopted." (Lippitt, ec al., 1958,

page 139)

Phase 5: Transform Intentions Into Change Efforts

It is during this final phase of "moving" that

plans are put into action, and that innovations are

adopted. Lippitt states that "the active work of

changing is the kel.Lstone of the whole change

process." It is at this stage that the success

or failure of tae change effort May be determined.

In order for tht original stresses to,be eliminated,

plans and intentions must be transformed into

achievements.

. Phase 4:
Examine\

Alternatives
and Establish

Intentions

Phase 5:

Transform
Intentions Into
Change Efforts
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Phase 6:
Generalize and
Stabilize Change

Phase 7:

Achieve Terminal
Relationship
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Feedback can have critical importance to the

results of the change effort. Without adequate

-feedback-the client system may abandon the attempted

change, even though it may be producing the

desired effect.

Phase 6: Generalize and Stabilize Change

For a change to be considered successful it

must'"remaim a stable, and permanent characteristic

of the system," and the phase at which this

stabilization takes place is the phase which Lewin

calls "freezing." Lippitt feels that stabilization

will be faciliated if the change provides adequate

rewards to tlie system and if any'procedural change

is supported by structural change. Ip addition,

the significance of generalization is emphasized:

One critical factor in the stabilization

of change is the spread or nonspread
of change to 'neighboring systems of to
subparts of the client system. (Lippitt,

et al., 1958, page 140)

The process of institutionalization or

change is likely to occur almost automatically

once the innovation has gained a foothold, because

"many systems possess an inherent momentum which

tends to perpetuate a change once it has attained

a certain state of equilibrium.,." (Lippitt,

et al., 1958, page 141)

Phase 7: Achieve Term nal RelatiOnship

Lippitt found attermination of the relation-;

ship between the client system and the change

agent: occurred at various points in the change

process, sometimes as early as the third phase.

Successful changec'however, was most likely to

result if the relationship was maintained until

the change had become stabilized: At this point,

the greatest proBlem to be faced in the terminal



phase is the dependency of the client system'

on the consultant. This problem can be eased

if the consultant remains avaljable for consul -

tation or if structures are set up.within the

client system to serve as a substitute for the

consultant. -The client will also be more able-

to cope with termination if it has learned ,

techniques opro
eblem "solvkng which it can apply

without the assistance of the consultant.

The seven secuent.ial phases of change which Lippitt, Watson=

and :Nestley derived from their. case studies were found to.beapplicable

to almost every case. They point out, however, thatin any given

case one is likely to see that the phases overlap and repeat themselves."

The phases are outlined,so that they may be used as a guide 'in

analyzing andijlanning for change.

Applying the Differential Diagnoslic Matrix

The FETC-II three-dimensional diagnostic matrix, shown in

Figure 15, is applied again in PETC-III. The appropriate section

frogs PETC-II (Pino, 1976, pag 56-:67) is included here,'along with

an' elaboration of how functions and operational characteristics appear

specifically at the organizational'level. This elaboration provides,

a reference to use repeatedly while*carryingout an organizational

development effort. (See Figure 15)

Functions at the Orcanizational Level

,Vanang concerned with how the organization

is.run. It inc udes coordinating, monitoring and

supervising to assure the functioning achieves

specified objectives' in line with desired policies

and procedures. The role of1administrator has the

major responsibility for managing in an organiza-

tion.' The human nature of outcomes in education

calls for con, erable mauaging by other roles

in a school Teachers, especially in team teaching

arrangements or efforts to individuaLize instruc-

tion, have a major management responsibility.

J 19 b

Managing
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In a world of continuous change, it can be argued
.

that a critical objective of schools needs to be ,

,
that of providing 'earners with skills for managing

, -thein own learning experiences.

Planning is concerned with si)eci ing jeca

tives and procedures for, achieving them. All

subsystems need to contribute to planning in an

organization. COordination of these contribu-

tions, and overall long-range planning necessi-,

totes an overview of the organization that is

OnerAlly best provided by its central adminis-

t'rat'ors. The major issue is one of achieving a

. balance between decentralized planning of sub-

systems and planning for needs of the total

organization. Shared use of s'milar procedures

for planning across roles chi be of major

importance to coordination.

Legitimizinc.is concerned with specifying

which subpart is to-be responsible, for contri-

buting in particular ways...to rticpr functions.

It includes policy making ie organizational

level. The'sthool board, elected to represent

the public, is the primary legitimiter for a

school district. There are also, certain "givens"

established by legislation'of,the state and super-

vised by the department. of public instruction of

the state. 'Within the school district, most

school boards assign this function to th4

administration. The administration may further

delegate aspects of it to roles which seem most

appropriate.

Inventing, is

new things to, do,

they can be done.

concerned with the discovery of

reasons for doing them or ways

Divisions for research and

development may have a major responsibility for

20i
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Planning

Legitimizing 4'

Inventing
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Sensing,.

Evaluating

- 182

this function in an organization. There may also

be procedures for supporting innovation's by rolps

throughout the organization. One large corporation

has'a full-time team assigned to collecting and .

testing suggespions from any employee with large

bonuses awarded to those-whose ideas pr6ve

profitable. Vora school district, critical ,

issue at the classroom level needs to be explicit

ways fon supporting innovativeness, and processes

for sharing innovations.

Sensing is concerned with iden igying needs

and problems that should be attended to. Sensing

external needs of some kinds can best be a respon-

sibility of a special division, or, at the organi-

zational level, of its adfivinistrators.- In

eduCation, teachers and sometimes students Can

best sense.'some kinds of external problems and

needs. Sensing internal problems and needs demands

mechanisms and procedures for involving everyone

in the organization. 'A major issue is the

openness of channels for entering a message of:,

need without taking inefficient amounts of time

and energy of people in need.

EvLuating is concerned with whether what is

desired is being done. In an organization, major

evaluative studies and ongoing quality control
. t

efforts generally necessitate special divisions
.

and task forces. In schools, there is a particular

need for teachers, ounselors and students to

have an active part in evaluating along with local

building administrators and supervisory roles.

Shared use of similar evaluative prObedures across

).

roles .can be of great value in an educational

organiZat on.
.

' (),..",
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Valupg,is concerned with whether what has Valuing

been done, or is intended, is truly desired.

For an organization, procedures are needed that

enable various subsystems and external interest

groups to relate, to the valuing function. The

school board haS this ultimate resPaTTiBirity-

for a school district, but must recognize their

role in this regard is` to represent a balance

among potentially conflicting; interests._

Various, explicit procedures for constr tie

negotiations need Co be combi,ned with -proce-

dures for operationally definingobjectives as 'It 4.

the basis for valuing in education.'

Storing is concerncd.with the ways that Storing-.

things which are needed are preserved. Iri this

era of accelerating change and growth of tech-

nologyr storing can raise major problems at the

organizational level,. The mechanics of storing

and the costs of maintaining a large inventory

are issues for a large school district. Inventory

needs of necessarily small, isolated sChoOl

districts can be an even greater problem. The

economics of operating schools on'a twelve-month

basis are being seriously explored in many places

on' this account.

Retriev.ina is concerned with the ways that

things whiCh are needed are made available. This

function is closely related to storing. When

knowledge and kinds of resources are changing-and

,. expanding rapidly, it is an area of special

importance for educational organizations. Increased

uses of television and computers pose examples

of inevitable changes in the future. Collabora:

tive netwc,.ks for retrieving and sharing between

subsystems in an organization, and among different

organizations, is a special need in education.

2 0 .s

Retrieving
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Diagnosing

Assessing

-Producing

184

Dlaanosing is concerned, with determining the

ways that thingstre OileratimT 'in dynamic terms.

'%A special division, or Itask,force,* MighVbb needed

to meet overall system needs at the organizational

level'. 'Each role in,a school district will have
-,

occasifon4 need to diagnose pro blem situations,

which arise in its area of,dresponSibility. Ability
. .

of different roles to use similar diagnosti9

procedures will be important for contributing to

1occ4sion0 problem solving for the total .

organization:

Assessing is concerned with determining what,

exists at a given moment in static terms. Tdking

A periodic inventory of innovations and personnel

resources should be considered, along with the'

more, obvious kinds of physibal inve ntory, in an

educational organization. Schools need also,to

be concerned with some kinds of external assess-

cmentth' of community resources.tkhat could contribute

to meeting'their purpose. Another easily over

looked resource is that which students can ProVide

for each otner -.

Producing is concerned'with the ways work

is done which produces (or fails to produce)

desired objectives. Producing is a highly decen-

tralize d function in most kinds of effective

organizations. The main prod4rts in educational

organizations are new knowledge, things that can

help people learn and behavioral changet-in

leal-ners. In a school district, teachers and

learners work together to do most of the producing.'

Other toles need to- provide their functions in

ways that maximize the efforts of teachers-eachers and

learners. It's critical for the organization to

'keep awars,4at learner outcomes are the ult'.mate

204
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tefkra-,i -,eterninina whether any role in

i:-:_contributing in a worthwhile

..:Gncerned with the ways that Deciding

Arc 7-_a-le in the system. Because

-_-asks Are (enerally divided among

r:AeE an -1v.isions at the organizational

Mdiri,--7 can be quite complex. It

i. be greatly iii by clarifying which different

-f CiJ1Ofl naking

1-y at afferent stages of an effort.

when there is lack of such

n-larity as well as when those

ft work lack the authority to make

key dt.a it. (Vallen,.1970)

is concerned with who informs whom Reporting

it. both.internal

And ex1 res_-:-.rtinq can be complex at the

,level. In a large school district,

a -.:Alance is needed between providing different

Inf,rmation essenti41.to their respon-

,-3,1b11..iies as :-mpared to an overload of communi-

Tatic,n tLat Are redundant, unnecessarily detailed

If :.rre1evan7.1. :tne issue is that of targeting

dIffernt kind,-i of information for the populations

%4 rokd it.= A procedure for "target group

analysis" :-an be helpful. Jung, 1973) Another

selecting the moat efficient and

'effetive means for different kinds of eporting.

l'a:zJaL. is concerned with how ipasand

are checked out to be sure they repre-

sent values and efforts assumed for them. Imple-

menting new thinas at the organizational level can

be coiy and represent a high risk. Good proce-

dures or validating can reduce this kind of risk

Valideing
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Membership

186

and cause the system to be more open to considering

innovations. A key principle to consider is that

of having procedures which ensure that those who

would ultimately be affected by a .hange, are

made a key referent in the validating process.

New curriculum materials or teaching techniques

might have different effects in a real classroom

than in a laboratory setting.

2perati9nal Characteristics at the Organizational

Level

Individuals identified as being part of the

system are said to have membership. In an organi-

zation, membership raises questions such as:

What does it mean to be a member of this

organization?

-7

flow does being a member of one part of
the organizatiOn differ from being a
member of a different part.;.?

Will I be accepted?

How will I be expected to act and respond?

What norms will prevail?

Will I be trusted?

Will I.feel satisfied that I am needed

and respected?
P

Will I feel adequate?

Will my personal motivations fit in
with those of the group?

Will my group continue to be a needed
and respected part of the organization?

How much freedom will we have to expre5,s

ourselves?

Is my first loyalty to my group or to
the organization as a whole?

20b



Problems arise from lack of clarity about

membershIp auestions as well as conflict over

what the answers to such questions should be.

Influence is, concerned with the ways that

people bring forces to bear which determine what
0

happens among and between parts'of the organization.

It influence recognized as explicit and

legitimate?

What forms of influence are acceptable
.r unacceptable?

Are there clear procedures for questioning,
changing'or rejecting kinds of influence?

-Are certain roles or divisions protected
from kinds of influence that would be
disruptive or inappropriate?

Can the influence of different interest
groups enter the organization in
construrtiVe ways?

How much variance of individual styles of

influence is tolerated?

Are different bases for Influence accepted
for different types of-situations?

What are the ways that leadership occurs?

Are different kinds of leaders used for

different situations?

How much flexibility of influence and leader-
ship is there relative to roles and status
of different parts of the organization?

Problems arise from lack of clarity about

influence questions as well as conflict over what

the,answers to such questions should be.

In adaition to the usual facilitative and

disruptive effect:7..that can occur from the ways

that individuals handle feelings, foolinqs are

important in organizations as they concern ingroup

versus outgroup phenomena and overall morale.

Questions such as the following are important.

2 0

Influence

Feelings
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Roles
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What are acceptable and unacceptable ways
of showing different kinds of feelings?

, Are there nornibthat supplrt expressio of

feelings-when appropriate,' and description

rather than expressioq when the former is

more constructive?

Do people trust each other?

Is competition used to create good feelings

in some groups at the cost of raising bad

feelings in other groups?

Are innovativeness, productivity or personnel

lost because feelings are ignored in some

operations of the organization?

How much_yariance in individual styles of
expressing feelings is tolerated?

How spontaneous,.open and direct are
expressions of feelings?

Problems generally arise from lack of clear

norms allowing appropriate expression of feelings.

Feelings such as boredom, isolation, inadequacy,

disrespect or anger can totally diarupt 'an

organization.
M1

Answers to the following questions define

the roles in the organization. Written role

definitions are usually provided, and supplemented
.*

by contracts, in an organization.

Who in the organizap:Ion is exacted to carry
out which functions and in what ways?

How will people relate to each °the/ in

carrying out these functions?

There are often additional role distinctions

beyond those formally described. QuestiOns such

as he following can help clarify role issues,

.How clear are people about others' expectations

of them in their role?

How well do the role expectations of the

people match?

2 OJ



Do peoples' abilities match what is

expected of them?

Are there roleS Missing as evidenced by

functions needed in the organization which

no one is'expected to fulfill?

ProbleMS frequently arise from lack of role

clarity or conflicting expectations about a role.

Organizations frequently experience problems_

involving overload and/or conflict that occurs

from demands on individuals who are in more _than

one role.

Communication is concerned with the passage Comunication

of informatinn within and. between parts of the

organizatia. Information applies to things that

are news rather than'"noise" which is redundant

or unintelligible. The basic issue is:

tic. needs to know how much about what and

which-wAy should they be informed?

The complexity of an organization can raise

mar problems in the area of communication,

:Eve,1yone doesn't have time tosknow about every-

thihg, but critically needed information can

soul imes be lost in the shuffle.

Are there ways to screen information,

reduce it, and direct it to appropriate

roles?

Is there two-way flow of information and

"feedback" where needed?

Are needs"for'informal patterns of communi-

cation recognized and attended to as well

as formal patterns?

Are there "grapev,ines" of informal,communi-

cation which imply problems of insufficient

trust.and openness'in the organization?

Are, there norms supporting active checking

for understanding?
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o do norms, roles, expectations and
feelings influence communication?

Are communications in, or to, some parts

of the organization better than others?

If so, why?

Arethere bottlenecks, blocks, gaps or
Points of overlaod in tJie lfnes of communt-

- communication? If so, why

things that different persons, or

parts of the organization, believe to be important?

Shared commitment to a purpose is the basis for

people coming together to operate an orgization.

They must have a core of shared values related

to that purpose in order for their organization .

toAfunction, At the same time, inevitably there

will be issues with differences.....of values. It

is critical to organizational health that such

differences can be recognized and negotiated at

the same time that collaboration is maintained

dn'working for the overall purpose of the organi-

zation. In addition to the values questions

suggested in PETC-II, (Pino, 1976), the organiza-

tional aevelopment consultant should pay particular

attention to issues that relate to the phase of

maturity of the organization. A greater tolerance

may be felt toward an organization ev;encing a

questionable value whiFh is based on a lack of

maturity rather than one based on philosophical

belief. For example, aischool district might

have a sincere democratic philosophy, but evidence

\ highly autocratic values in its procedures Sihich

relate to its being in a stereotypic phase of

maturity. This would be very different from an

opihionated or existential school district that

operated in autocratic ways becadse it held a

genuinely. autocratic philosophy.
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Goals of an organization are those things Goals

which it must achieve in order to fulfill its

. pu pose: Goals provide the parameters within

wh' h measurable objectives are specified for
k

o ration of the organization during any given

'time period. Correspondingly, there will be

long-range as well as short -range goal

will also be goals directly related to t rpose

as well as indirect goals that are instk ental

to the purpose. The complexity of large Organi-

zations calls for consideration of hierarchies

of goals and objectives as well as issues of

their relationships in best meeting the ntleds

of the total organization.. Goals of different,

parts of the organization must be given relative'

priorities in assigning resources and coordinating

effort, i Conflicts about goal priorities can

arise from values differences or, more often,

differences of self-interest based in different

roles or partsof the organization.

Xeans are the particular actions taken and

strategies employed to reach designated goals.

'At the organizational level, means are,frequently

evidended in the form of project "flow charts:' or

"work load" assignments. Norms generally have a

major influence on determining procedures used in
A

an organization to carry out tasks and provide

functions: The following questions tend to be

important.

? T :

Are the planned means clear, realistic,
understood and agreed to by all concerned?

Are they congruent with the values_ and purpose
of the organization?

Are they apt to produce detrimental side effects
within of outside,of the orgariiZation?

Means

191

.



Skills Skills concern the level of ability, complexity

and sophistication at which things ate done in

the organization. Goals and desired means might

be clear and agreed to in an organizatiOn, but

prove unfeasible due to a lack of skills. Important

questions include the following,

Material
Resources-

192

Does the organization have personnel with a.1

adequate range and balance of 'skills to

pursue its purpose efficiently?

Does it have ways to gain access to special

skills of persons outside the organization

on occasions when it needs them?

Does it provide adequately for ihservice

training to maintain needed skill levels

or add new ones?

Are persons best placed in the organization

) according to their skills? 4

In a broad sense, all the operating charac-

teristics of an organization may be considered

as its resources. Many of them are evidence of

the organizations' human resources. The term

"material-resourceet refers here to the physical

plant Wld equipment, the financial capitalization

and the operating budget of the system.

Are material resources adequate and appropiliate

to the purpose of the organization?

Are they well related to-its desired goals

and means?

Is the organization consttained or facilitated

in its selection of goals, means or imp-rove-

ment of skills by the availability of

material resources?

Are procedures adequate for allocating

esources flexibly, in relation to changing

rganizationaj needs?

Are material resources validly assessed so

that false assumptions about their

availability are not a constraint?
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What are the sources of material resources?

Does the community recognize the value of

its investment in the organization?

Problems concerning material resources

frdquently focus on assumptions that more are

needed, whereas reallocation or different use

bf what exists ca?i sometimes achieve the desired

outcomes. The important thing is to specify the

desired4objectives and then,sxamine underlying

assumptions abOut how resouces can be used.

The people working in an organization have

a limited amount bf energy to be invested in

accomplishing tasks at ally. given time. The

folloting questions occur.

Are some parts of the organization faced

with demands beyond their energy level?

Is there .equitable distribution of energy

among the parts?

Are there appropriate provisions for rest

and renewal of energy?
t

Are effects of working too hard or too lohs

showing uo as other Kinds of problem issIvs

such as breakdowns in communication or '

conflicts about influence or role defini ns?

Are other kinds of conflict, or the system'

reaction to it, cau4ing undue drains on its

energy.

The most obvious energy problems relate to

multiple demands converging on a part of the

orOnization. Amore serious, frequently unrecog-

nized energy problem relates to poorly managed

conflict. Debilitating amounts of energy can

become ! tied up in reLression of feelings,`falsely

assumed conflicts which are not clarified, and

nal conflicts which are not negotiated.

213
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Perception' Perception is concerned with those thing

whict are seen in and by the organization as well
AtA

as the meanings and interpretations which are

placed uppn them.

Are there im ,rtant things which are not seen?

Do some roles, or parts of the organization,
tend to see only certain kinds of things?

-Do some parts tend to dis,ort or misinterpret

Does the organization provide ways for
individuals to gain an overview persOctiv4,
as well as clear views from the part with

which they are involved?

what they see?

.Does reality actually appear different from
the perspective of different roles?

How much overall congruence is there in

perceptions experienced thrughoutthe
organization?

Are similar 'perceptions demanded of all
parts of the.organization, or are differing
perceptions seen as a potentially valuable
breadth of perspective?

Does the organizationnhive means of periodi- .

cally guestionin is ocin perspective s9

as to be open to new understandings in a

changing world?

problems arise from being limited by old,

entrenched perspectives and failure to understand

.
that the same phenomena can appear different when

vitwed from different roles or parts of the

organization. The way things are vie

organization will als5,,be strong influen

its phase of maturity and the extent to wh'

individuals have a shared expectction relat

that phase.

Z-by an
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In de pe once concerns the ways that

parts of a syste function in relation to each

other to-fulfill a common'purpose. It is central

to tkle definition of an organization. Organiza-

tions were invented as a "level of heMan systems"

to assure that the needs of interdependence for 4
meeting large, complex purposes could be fulfilled.

Questions include the following.

Interdependence

To what extent do parts.of the organization
rely on each other for differential contributions

to fulfill its purpose?

parts see and acknowledge he value of

each other's contributions?

Do they seek, use and acknowledge help froth
each other at times in performing their
own operations?

Are there clear norms and procedures for
collaborating and sharing resources?-;

How much cohesiOriang2sprit de corps is

there?

Do norms supporting interdependence conflict
with appropriate necls for autonomy and
periods of%independent functioning?

Is individual creativeness sacrificed to
group conformity pressures in the name of

"good" teamwork?

Is interdependence based on functional
expertise Supporting freedom of operations
rather than authority and bureaucratic
regulations constraining flexibility?

Do some individuals feel inadequate and
dependent?

What values are accepted as the basis for

collaboration?

Do competitive norms, and practices conflict.
in situations where cooperation would be
more productive and rewarding?
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Most frequent problems of interdependence -

` relate to conflic 'ng norms and procedures which
0,,....ti

are competitiv . An important, though less obvious

kind of problem stems frbm lack of functional

expertise as the primary basis for parts sharing

resources and working together.

Individual No two human systems, at level, are the

,Differences

196

same. The capabilities of their Operational

characteristids vary according to the unique

growth history of each. The issue with individual

differences is one of capitalizing on the varia-

tionsof the systems which are subparts of the

organization, Below are some important questions

concerning individual differences.

Are there procedures for identifying the

unique capabilities of individuals? .

How much' divergence of self-interest is

tolerated?

Are there clear norms and procedures for
negotiating basic differences of self-;

interest?

Are there norms for conformity which Conflict
with the valuing of growth,based on the
ihteraction of differences?

Do people know and/or attempt to discover
the full range of each other's resources?

Do expectations of a role or group extend

to stereotyping individuals in it.?

4
Are subparts of the organization used flexibly
in accordance with their unique functional
capabilities as opposed to eachpart'being
limited to a usual set of tasks?

The greatest problem concerning individual

differences relates to norms which deny and reject

those differenes by failing to recognize them as

a source of strength and growth. While individual

needs tend to be a,concorn in education, a lack of
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understanding of the dynamics and implications

of individual differences of resources leads to

especially difficult problems. They culminate

in prejudice and discrimination where there

could be the greatest opportunities for explora-

tion and evolution.

Productivitj'is concerned with the ways the

organization knows it is productive as well as

the quality rather than simply the quantity of

productivity it accomplishes.

Is the organization's productivity a
creative synthesis of its unique needs
and resources rather than the lowest

common denominator.of capability of its

subparts?

Are its Objectives stated operationally so

it can be measurably accountable for
productiveness?

Are its procedures for production efficient

and cost effective?

Are the products of the organization congruent

with its values and purpose?

Do.these products contribute to desired
social ends or to the maintenance of out-:-
moded or objectionable ones as viewed by

other systems?

How much energy is spent in arguing about

the right or wrong of ideas as compared
to developing new ideas or combining'

ideas?

:Do parts of the organization experience a

direct sense of satisfaction for their

contribution to productivity?

The post observable kinds of problems con-
.

cerning productivity involve lowjevels resulting

from inefficient procedures and a low sense of

satisfaction in perceiving one's contribution.

Less obvious, but perhaps especially important

Productivity
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_ Boundaries

ti

192

for education, is a lack of productivity which is'%
4

creative and motivating versus the lowest corthon,

denominator of a.tradition-bound organization.

Boundaries are the behaviors df a system

that allow some things to become a part' of its, 't

internal operations and decision making while

-keeping others out. In tne most mature ';ensi,

a system's behavior, as representedhy its choices,

has this effect. There are overall bol.WRarie&
p.

that determine whatis included as a-part of an

. orgar4zation, as.well as subsystem boundaries

ti

betweeh each of those parts. Some of_these

boundaries are indicated clearly by the'organiza-
,

tion's legal charter and its formal structure.

Other boundaries arc based in its norms and

standarct operating procedures. The following'

questions occur.

Are the existing boundaries clear and agreed
to? .

How flexible are these boundaries?

Can they be temporarily extended or opened
to include new procedures. or allow "out-

siders"
a
to join a group's decision making

when sensible;
r

a

When 4u individual is included within the
boundaries of more than one 4subs)istem'at a

_time, are cpnflicts relating to multiple

b- loyalties recognized and dealt with

appropriately?

Are boundaries-- ,subsysteTs congruentwith
those of the orgiknizationkas a whole so that

members of a sUbustem don't feel their
group i; ':outside "` the total operation ?

Do mAsystems feel that needed autonomy is
threatened by having otheZs move in and

out of their operations?
,

Are condition6 and Trocedures for entry
explicit and agreed to?
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problems occur when boundaries can

. be entered easily. Forces that might,arbitrarily

-interfere with d.sytem's functioning or change

its character can be introduced when the bounda-

ries are penetrated. Organizations.in early

phase; of maturity tend toward emergence of rigid

boundaries that'maintaim "empires" irrespective

of the c-verall purpose and objectives the organi-

zation is supposed to be achieving.

Applying the Differential Intervention Matrix

There is a major cliange in the intervention matrix used in

.ETC III as compared to the one in PETC-II (Pino, 1976, page 68)

This c.1-:ahge is Ln the olclem solving dimension of the matrix. The

iff5trutional system,'Reseaz lizing Problem Solving (RUPS) (Jung,

1-3), was a prerequisite for PETC-I And PETC-IIf It provided train-

...: in a process of action-research. The problem solving dimension

ct tne intervention matrix of PETC-II presented the kinds of action-

research Problem solving talsks experienced in the RUPS training.

_ _
5.shown in Figure 16, organizatio:Ial development work demands-

a more sop!-.1sticated understanding of different kinds of problem

nrocepses. The;,- were discussed in the PETC-II'matierals

nder the subheading, "When Does Change in Education-Cons'Atute

It-11=rovement?" This discussion included he `following statement.

The cultural-historical perspective is
necessary in consider -ing the que3tion of when

change constitutes improvement. It helps identify
=,riteria from three iifferent domains in consider-
ing whether a particular change is moving toward
a desired state. These domains can be thought of
as technical, theoretical And philosophicail:
Criteria for the technical domain ask whether a
desired obiockty, is, according to its operational

definition, being achieved. Criteria for the ,

theoretical domain ask whethe: achieving that
objective has the effects--and/or side effects --
that were expected and desired as the effort
contributes to an increasingly generalizable

'Aunderstanding of the action setting. Criteria

for the philosophical domain ask whether the
opjectives and their effects, once achieved, are

really what i desire. (Pino, 1976, page 27)

'19c.)
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The action- research kind of problem solving provided in RUPS 1/

'deals with the theoretical criteria. Technical criterih call for

a different kind of 'problem solving represented in the system tech-

nology process. 7'raining in some version of system technology, such

as the Corrigan's System Approach for Education (1969), is an

important complement for PETC-III. Philosophical criteria call for.

an understanding of social conflict and competenc,ies in using a

process of negotiation. For PETC-III, minimal acquaintance provided

by the self-directed training package, Understanding Conflict and

NeAotiatrons, is a prerequisite. (Jung, 1971b)

-Assuming.tht the PETC-III trainee already has, or will soon

acquire, competencies in all three kinds of problem solving processes,

the problem solving dimension-of the interiention matrix has been

expanded to include the following categories of system technology,

Analyze System

Synthesize System

The following conflict and n otl.ation categories have been added.

Identify Conflict

Surface Conflict

Negotiate

Action-research categories of problem solving have been added also.

Identify the Concern

Diagnose the Situation

Gather Data

Consider Action Alternatives

Retrieve Resources

Try an Action Plan

Determine and Maintain Imp4-ovement

These additions are important in moving from PETC-Ii to FETC -III.

The purpose of Preparin; Educational Training Consultants: Consulting

(PETC-II) was to add or strengthen a function of the client system

in a temporary relationship. By definition, the consultant's job

was to dote -mine how and why things are happening as they are.

Since the major issue in the PETC-II purpose is action-

research, and since most PETC-II trainees couldiirot be assumed
=,0*

familiar with system technology or conflict and negotiations, it

lua
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seemed prudent to limit the already complex intervention matrix of

-prTc-II to the action-research problem solving approach. However,

the issues faced,,in organizational development demand qe expansion,

of One's problem solving orientation. Once the functional changes

needed, desired and feasible for permanent inclusion in the organi-

zation have ben identified, the major problem solving efforts

become technica rather than theoret'ical. They -call for the rigorous

analytical and clanning proceses of system tee ology. Tnthat the

change.S brought about can alter the identity and/or decision making

processes of the organization, differences of self-interest (conflict)

can be uhcovered which call for negotiation.

h time an intervention is needed, the consultant'must con=

sith-!r whether it will 'take the form of involving the client in tech-

nical analysis and planning, action-research or negotiations. Lack

of attention to these distinctions can result in application of an

In opropriate process. Taking the technical approaih at the wrong

time can lead to great energy being spent on tryit to install the

wrong solution! Seeki.ng a best common approach i plied in the action-

research protest can make people furious if.it is ig oring basic

differences of seef-interest! Promoting negotiations in a sitbation

where it is not needed can be equally frustrating! The issue is

whether the client's concern is mainly technical, theoretical or

.philosophical. The intervention must represent the process which

corresponds to the major criteria or it may increase problems rather

than solve them.

One frequent confusion concerning these'three problem solving

processes comes from failure to recognize that, while conducting a

major effort using one kind of problem solving, minor efforts are

frequently completed using the other two kinds. For - example, a

consultant ml;jht be workiti on a four-year technical project in

which most of the problem solving calls for system technology to

analyze and plan what is needed. During these four years, theoreti-

cal questions may come up occasionally which call for short-term

action-research efforts. There may also be Limes when minor, value-

based difference) occur calling for brief negotiations between

conflicting parties.
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Within the "macro" technical problem solving process, the con-

sultant makes "micro" application, of the theoretical and phlosophical
,

.problem solving processes. The important thing to keep track of is

which kind of criteria is most important so that the right process

is being used as the "macro" one, and'the other two.are contributing

to it.

Three illustrations that apply to work with 'school districts

are giren in the following paragraphs. The first is a situation

mainly concerned with technical criteria for improvement. School

District A lacks the functional capability of monitoring the academic

achieyement of Its pupils. This deficit limits its ability to use

its resources for the student's individual readiness In learning.

School District A recognizes the need, has the desire, and has

potential resources-to remedy this functional lack. The organizational

development consultant works with School District A over a period

k of three'years during which they analyze the problem, identify and

operationally refine the solution to bring in computer resources,

provide tr ning for the staff in use or these computer, resources,

and depeCop norms which support its acceptance and use until it

- becomes a standard operational procedure.

A second situation is concerned with theoretical criteria for

improvement. Schobl District b concerned because, despite ,intro- ,

duct on of expeniive eguint and materials, and evdence from both

students and faculty of desire to improve learning in the area of

science curriculum, no such Improvement has been apparent. School

District B wants to know why this is so, and at the same time improve

its functional capability for diagnosing and dealing with such issues

in the future. The organizational development consultant works over

a period of two years with School District B. It expands its research

and evaluation department to include a responsibility for continuous

diagnostic data g,thering with teachers and studcnts, provides train-

ing for-teachers to use, and contribute to, this diagnostic function

of the research and evaluation department, and adds action-research

training to the curriculum for Junior and senior high school students.

During the two years, the training is first applied to the issue of

Improving use of science curriculum by discovering how and why things '
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are happening in this area and then working to remedy the barriers

to improvement. Whereas the PETC-II consultant would only have

helped School District B deal with its science problem, the PETC-III

consultant goes on to help build into the organization increased

capability to deal with similar problems in the future.

The third situation-is concerned with philosophical critieria.

In School District C, decisions must be made repeatedly. between

using limited resources for strengthening either the curriculum for

.
vocationally-oriented students or the curriculum for professionally-

oriented students. Strong feelings conceeniug this difference of

interest extend to parents and community groups as Well-as existing
,

among factions of the faculty. There is evidence of alienation

among parts of the student population on this issue, resulting in

low use of available learning resources. Large amounts of energy

are used in fighting over the issue, While there is no way to

meet everynels,needs, persons involved in the school district

recognize they can learn negotiation procedures fOr dealing with

conflict more constructively. The organizational development

consultant works with School District C over a period of two and a

half years to link it with training resources in negotiation proce-

dures found in the industrial community. Staff members learn to

provide such training and have this function legitimized as part

of their role, Students and faculty are involved with parents in

community problem lying workshops that become an annual tradition

in the school distr ct. Norms of recognizing conflict, surfacing

it, and dealing wi h it in,a process of neogtiations become explicit

and valued. This raining was introduced around the conflict between

vocational and professional orientations. The challenge to the

organizational development consultant was to establish such training

as an annual event and to build the norms for an ongoing tradition.

A distinction critical to organizational development work needs

to be underlined. Every time the consultant works to facilitate an

intervention, Le yr she needs tC consider the possibilities of this

intervention contributing to lasting structural and normative 0

change as contrasted to its merely helping to deal with the current

issue. Helping the organization reach a current goal or deal with
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a current conflict won't necessarily enable it to better each goals

or deal with conflicts more effectively .n the'future.

There are times when the severity of a current issue, or:needs

for improving4the client-consultant relationship, provide reason for

interventions that do not contribute to'lasting improvement in the

organization's function-.1 capability. Nevertheless, the organiza-

tional development consultant gives priority, whenever reasonable,

to,such lasting improvement. The consultant is, correspondingly,

willing'to see current problems dealt with much more slowly when

taking the time to involve people in doing things together so as

to build norms that will "Maintain the use of new procedures. Every

intervention into an iri diate problem is viewed as a possible oppor-

tunity to build new n and/or structure that maintain imprOved

functional capability.

-A major issu for 'he organizational development consultant is

puging the client s readiness, understanding and value for doing

things, in ways that are sometimes slower and more complicated than

would be needed to resolve ediate concern: This process,
. -

however, compensates by improving the organization's long-range

functional capability. Bringing a client to this kind of orientation

is a major achievement in organizational development work.

The roles which the consultant takes, and the ways that he or she

moves in and out'of them, must also be considered carefully on each

occasion as they relate to facilitating normative and structural

change in the organization. If the consultant is only trying to

help the client achieve goals or value. clarification, as in PETC-II,

very different roles may be taken than if he or she is working to

build Improved functional Capability into the organization client.

The PETC-TII consultant must especially watch out for taking

roles in a way that Increase the client's dependence un outside

resources.' This is particularly true whers,the desire is to build

those resources into the system. For example, when training is

needed, It is generally better in organizational development work to

take the longer tune necessary to train trainers within the organi-

zation. These people then provide__ tFaining fortheir colleagues'

rather than the consultant training them. Having taken the time to

2 2 b
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have its own trainers prepared, the organization retains the train-

ing capability which would not have been the case if the consultant

had simply taken the trainer role.

Problem Solving-Stages- ;
It is easy to confuse the problem solving stages of the

differential intervention matrix with the phabes of planned change.

They are, in fact, much the same. The important concept to under-

stand is that smaller scale, or micro, problem solving effprts must

be carried out within the larger scale, or macro, improvement effort.

For example, during the planned change phase of "generalize and

stablize change," there may be a communications problem affecting

the inventing funCtion of a small group. When-the consultant attemptS

to bring about an intervention in relation to this "micro"- problem,

he must consider whether it is to aid his "micro" problem 'solving

stage of answering the following series of questions.

What is needed?

Why are things the way they e?

How do I know?

What can be done?

What resources are there to do it?

What will be tried?

How will sources be determined and maintained?

These seven questions correspond to seven stages of action research

in problem solving. The are described more fully below.

I(1221.1.1y the Concern

What is the current situation?

What is needed?

206

Who is causing the problem?-

Who is affectea\by it?

What kind of proAl.em is it?

What is the goal for i provement?
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Diagnose the Situation

Why are things as they are?

What forces are operating to maintain the situation?

What forces might cause improvement?

What eviince indicates the
-suspecte ?

What furthe information is

S.

Cather to

How can

How will

forces are operating as

needed td-clarify the situation?

urther data be gathered?

t e data be handled?

How will it e understood?

How will results from the data be used?

Consider Action Alternatives

What different possiblities are there for taking action

to improve the situation?

'How easy or difficult might it be to attempt each of

these possiblities?

Which might have the greatest chance for success or the
greatest_ effect on the situation?

Retrieve Resources

What resources would be needed for the different action

alternatives?

How avakilable are they?

How can they be retrieved?

Try an Action Plan

What steps will be taken to solve the problem?

What tasks will be performed?

Who will perform them?

When and how will each be performed?

22
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Determine and Maintain Improvement

How will it be deteimined that a change represents improve-

ment in a philosophical and theoretical, as well-as-a-----

technical, sense?

How will improvements be maintained and shared with others?

Intervention Strategies, Procedures and Techniques

The few strategies, procedures and techniques shown in the

/--
intervention matrix Figure 16 Age only illustrative ofmany

possiblities. An intervention is anything the consultant helps to

happen f the purpose of affeCting the functioning of the client

system.-, An intervention is undertaken in the hope of improving that

function and/or realizing greater clarity'of the valuing upon which /

it is based. Be careful to note that the nature of the intervention

in terms of strategy, procedure or technique does not necessarily

indicate the role of the consultant in that-particular intervention:

For example, the intervention might be a training workshOp in which

the consultant might, or might not, serve as a trainer. The consul-

tant's role will be described later as the third dimension of the

intervention matrix.

Skill Training The intervention may be to conduct a skill

Exercise

Training
Workshop

training exercise such as those used in PETC-I

A training workshop might involve some or

all members of the client population. Such an

intervention might include action-research,-3.e.,

Research Utilizing Problem Solving (Jung, 1973)

or a workshop on using a new curriculum.

Programmed This intervention may involve individuals

Instruction in a,programmed instruction experience such as

010

reading Preparing Objectives for Programmed

Instruction (Mager, 1961).

Role F aying
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'Role playLng can be used to help people gain

perspective of one another's' roles as well as to

better understand the nature and personal impli-

cations of their own role: Variations range

from simple rcde reversal exercises carried out
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in a matter of-minutes teTensive training

designs br complex therapeutic sessions.

In Simulation and qaming the client is

asked to be himself as he reacts to an artifi-

cial situation. The growing-use of games to

provide conditions for learning to cope with or

understand situations is a form of simulation.

While the situation is artificial, what one can

learn about the conditions it presents, and about

one's own reactions to them, can be very real.

Confrontation generally involves the presen-
,

tation to a client system of unacknowledged facts

or discrepancies,such as between intentions an

behavior. A constructive purpose of confronta-

tion can be to mobilize the system to action.

If the confrontation is experienced by the system

as an, evaluative condemnation, however, the

reaction may be to increase resistance to change.

Referral may be used simply o diiect the

system to resources or a potenti I source of them.

This is often the case when the-consultant

happens to be an expert in the substance of a

client system's need (e.g., a "reading" expert,

or a 4pecialist on computer programs) and when

his or her primary role has been one of diagnos-

tician for the system. The consultant should

always maintain consideration of possible need to

refer the client_to a different consultant.

Simulation
and Ga

Confrontation

The intervention may be the demonstation of

a new process, program or kind of equipment.

Demonstrations can provide important images of

potential, but generally need to be combined with

skill training exercises and active support for

implementation to yield significant educational

improvements.

Referral

Demonstration
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Nocess Through process observation the client system-

Observation can be helped to see its own processes in order

to consider their adequacy or desirability.

Data Data feedback is used by the client system

Feedback to assess the current state of affairs or provide

insight about casual relationships.

It is sometimes possible and desirable to

involve the client system in conducting a total

process of action research. As most people are

not familiar with the total process or the skills

to.employ it, this strategy generally demands

related training.

Action
Research

Improving Improving communications is sometimes vital

Communications to the success of an organizational development

project. Many assumed problems are a matter of

misunderstanding, poor communication or lack of

communication. The most frequently used inter-

ventions of the consultant may be those which

seek to clarify meaning, i:,tention and understanding.

Logical
Analysis

Values

Exploration

210

Logical analysis skills may be necessary for

the client to understand situations clearly.

Given the complexity of human systems, and the

frequency of problems in communications, it

should not be surprising to find that people often

fail to achieve correct understanding of hoW

thil,gs happen in a system and how the subparts

affect each other. A strategy may be needed to

involve the client system in a rigorous, logical

analysis of its functioning in relation to its

objective. This strategy demands skills in system

analysis procedures which may necessitate related

training.

At the operational level, it seems easiest to

focus on seeking to identify and'achieve system

improvement needs. In these times of continuous,



rapid cultural and social change, it may often

be important to help the client system explore

itF underlying values and philosophy. %Ilow well

it's doing always depends on what it really wants

and why. Sometimes problems stem from values and

philbsophy changing or clarifying without the

' system being explicitly aware of the changes

or their' implications.

When different subparts of a system, or

related,systems, have basic differences of self-,.

interest, negotiation is generally the only

appropriate process. Other processes may be

used in relation to a primary one-of negotiation,

but none can appropriately replace it when real

differencesof self-interest, are at stake. The

other processes involve degrees of collaborative-
.

ness. Negotiation faces honestly the fact of

conflict and competition. As most people are

strongly instilled with values for being collabo-

rative, training is often important for a client

system which needs to employ a process of

negotiation.

When improvement is desired, structural change

is probably the most frequent strategy employed at

the organizational level, and least frequent at

the individual level. Organizations often try to

solve problems by changing the organization

chart, designating a new role or a new committee,

While such structural changes can be critical

and valuable interventions, they often demands

related strategies'su,:h as training, logical

analysis or values exploration to achieve the

desired ends. Sophisticated structural changes

are concerned more with the flexibility of the

system to make changes and the permeability of the

boundaries between Parts of the structure.

"(31

Negotiation

Structural
Change
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Normative
NormatiVe Change 'aims at altering the ways

Change \
1

that people e)Tett things to happen and to be:_'
- ..

. .

done. StAictural cha'hges may often be made when's

, it is actually normative change tfigt is needed."

-Multiple
Entry

4.

Strategies for changing norms often involVe sub-

strategies such as training. As part of a strategy

to change a norm, individuals might be trained'

in a skill together as a group ratheethan

ing the same training separately. Or, data may

be fed back to an assembled group rather than to

the individuals independently. The engineering

of 'normative Change is a major concern in

organizatiOnal development.

ault,plo entry calls for several parts of a

system to be intervened with in complementary,

mutually.suppdrtIVe ways. For example, in der

for people to apply new skills gained in training,

their superiors may need a demonstration before

they will support application of these new skills.

Another example might be that teacher- need to

understand system technology as a process appro-

priate to their own role before they will, be

influenced to apply innovations arrive3 at by

administrators using system analytic procedures.

A potentially improved skill or understanding in

one part of a system can increase cognitive

dissonance resulting in poorer functioning by the

overall system. A multiple entry strategy which

maintains or improves congrLence and balance of

the system is often essential.

Facilitat' Roles of the Consultant'

The con ltant will take QIIe or more roles to facilitate each

intervention meant to aid the cl4enbisystem. Sometimes the consul-

? A

tent may take a very active role in initiating or carrying out an

intervention into the functioning and procedures of the client system

212
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othe times, the consultant rolb ma.b1 passive or indirect, but

still important to the success of the intervention. As noted earlier,

the -stiateqy of the intervention doesn't necessarily indicate the

role of toe consultant on any particular occasion. In facilits ing

an intervention strategy of training, the consultant may take the

role of referrer to a training workshop, linker to a trainer to be

bright in, trainer conducting the training, manager of a sequence of

training events con,lucted by others, process observer of effects on

the system of some parts undertaking training, or analyzer of data

concerning the effects of train"-g in the system. In facilitating a

complex, long-range intervention strategy, the consultant may shift

between roles as he or she makes interventi-ns within the

macro phases of the consultation relationship with the client system.

A critical issue for the-consultant is maintaining clarity

between role switches as one works_with-the client. The client

will tend to build role expectations of the consultant. Because of

slIzn ,tx!=eotations, it can often be better to bring in a different

:c-ns,Itant. to hol the client with partiuclar needs, even when the

consultant has the skills and knowledge to perform the

sen-ice. lielow ate a number of major roles a-consultant can Lake.

As the ,export the consultant may be the ,otal

s=-..Irz of knowledge or skill in an area.

The consultant may take the role of instructor

abot an area of knowledge. Teachers often take this

rle th ift.arting facts to their pupils.

The ttantt -oes beyond instruction in helping

ieci_le master "do it" behavioral skills in performing

et.r:e.-er brings the needed information or

from an outside source to the client system.

The fer,-rr,r sends the client system to c

so2rce where it can find the needed knowledge or

Expert

Instructor

Trainer

Retriever

Referrer
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Linker The linker provides a bridge to relate the

pa,sties, or parts of a system, that need to be

in\cont.aCt.

Demonstrator The demonstrator shows the client system how

something is done, but not necessarily how to do

it without the help of the consultant.

Model The model provides an example of how to

do, or be, something by evidencing it in his or

her (the consultant's) own behavior. This is

more than showing how to do thing, e.g., a

demonstation. it is representing oneself as the

thing under scrutiny. It is generally wise to be

cautious about holding oneself up as "a model" to

client systems. In many instances, it can be

more helpful for the client system to arrive at

its own desired idea of a model.

Advocate There are times when a consultant can best

facilitate an intervention by taking the role of

advocate for a goal, value or strategy. 'It is

Important to keep clear about the difference

between general things the consultant advocates

as compared to taking this role to facilitate

a particular strategy with a client in a specific

phase of their relationship.

Confronter When the client syste:i needs to be confron ed

21.1

with the awareness of a discrepancy, the cons

tant must consider whether it may be most helrful

to take the ,le of confronter or to facilitate

the confrontation by taking some other role. As

confrontations frequently have evaluative impli-

cations for the client, it is often wise to avoid

.-be role of confronter so that the client ulti-

mately recognizes evaluativeness in the situation

as its own. At the same time, the role of

23q



confronter can be extremely powerful and helpful

when taken appropriately. Appropriateness

involves readiness of the client a well as

consultant values which are recognizable and

acceptable to the client.

The role of counselor generally includes

listening, acting as a sounding board and raising

awareness of alternatives. It leans toward a

nondirective effort in helping the client think

through issues for itself.

The adviser role differs from the counselor

in being more; directive about what the client might

do and how to' do it.

The observer comments on the things that

exist and how things are being done.

The data'eollector gathers information about

what cxists and how things are being done.

Counselor

Adviser

Observer

Data

Collector

The analyzer interprets the meanings found Analyzer

in data about the system.

The dia:no-:t.cian uses analyses, data Diagnostician

collection and observations in determining why

things happen the way they do in the system. It

is important for the consultant to recognize when

he or she is observing, collecting data, analyzing

and diagnosing for his or her own information as

opposed to when these roles are being performed

to facilitate an intervention for the client

system.

A ,:esliner prepares action strategiA.s, training

programs and management models for use by the system.

By occasionally applying special understanding of

the dynamics of numan systems, this may be an

especially valuable role for the consultant to

take for the client system.

Designer
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Manager

Evaluator

21.6

4

It is probably rare for a consultant to take

,/
the role of a temporary manager of the system, or

some part of it, for the client. Instances of

it are beginning to emerge in the field of educa-

tion related to ideas about accountability,and the

"turnkey" procedure of performance contractiag.

Taking over the role of evaluator for the

client system is also occurring with increasing

frequency in education. Systems involved in

tederal funding are turning to consultant firms

to do their evaluation. A variation of the new

accountability model calls for independent

auditing to determine effectiveness of other

..resultants' action intervention efforts.
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Chapter V:
Planning Your Growth



Chapter V

.
Growth as an organizational development consultant includes:

Adding knowledge and skin competencies

Broadening one's orientation in terms of ability to see

things from the persepective of p!Q1i7 of the four kinds

of maturity

Understanding oneself well enough to avoid inppropriate

situations

Increasing one's to lerance toward the growth pains of

client organizations'

There are two reasons for working on one's own growth as an

organizational Aevelopment consultant. The first relates to needs

of the client systems. The second relates to areas of personal

interest and desire.,

Meeting Needs of Client sysema

If the educational systems a Consultant works with repeatedly
Amplaw

show needs which he or she is not capable of dealing with, the

consultant should either work for increased competence in this area,

or cease attempts to work with thisilind of client. For example, if

a consultant typically works with rural school districts, and their-

organi7ational development efforts almost always need to include

Improved communication with members of their communtiy, and the

,2 3
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consultant Fins little knowledge or skills in ways to help them improve

such communication, it seems reasonable to work at increasing consult-

ing competencies to better help with this kind of need. The consul-

tant has the responsibility to be very clear about: (a) the kinds

of issues where the client should be referred to a different type of

consultant, (b) those issues around which the consultant should

avoid working with a potential client system, and (c) those issues

and situations for which the consultant should work at increasing

his or her own cappetence so as to be able to respond to the

client's needs.

Personal Interests and Desires for Growth

There may well be different areas in which a consultant has a

personal interest and desire to grow even though they do not represent,

issues or situations frequently encountered in client systems. For,

example, individual psychological problems may seldom be confronted

in some organizational development consulting. Nevertheless, a

consultant may still have an'interest in expanding his or her

competencies in'the direction of individual clinical work so as to

be better able to recognize and deal with this kind of problem when

it occurs.

In setting priorities for one's own growth, it can be helpful

to recognize a distincLion between priorities which are alEaLil

professional as compared to those which are more personal in nature.

Some kinds of growth experiences add to a consultant's repertoire of

skill and knowledge competencies. Other kinds of experiences provide

the conditions that can help one know oneself better as a person.

Ther& are many situations where a consultant can add to his or her

professional competencies during the process of working with a

client system in a way that does not detract from meeting the client

system needs. On the other hand, the conditions that provide for

personal growth can raise the possibility of detracting the consul-

tant's resources from the client system's needs at times. If time

is taken for personal feedback and reflection to work at better

understanding oneself as a person whi3, at the same time, consulting

with a client, the consultant will need to be careful that this

does not conflict with whatever obligations he or she has to the
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'el-rent: An extreme situation would be one in which a consultant

was--,ex cerfirtMtintiwith new techniques for professional learning at

the expense of a client to whom a different kind of expectation had

been given. This could only be considered unethical.

Personal growth can be a vital need for ,the organizational

development consultant. (Steele, 1975) There are a number of ways

it can occur. The most clearly appropriate waS, is to periodically

take the rol of a trainee in workshops or intern programs. There

is a growing network of professionals doing organizational develop-

ment work in education. (Schmuck and Miles, 1971) They can, and

do, offer workshop opportunities to each other during which

personal as well as professional growth can be a legitimized

objective.

Personal and professional growth also -an occur in team consult-

ing relationships. Organizational development consultants frequently

seek each other out to form temporary teams in working with a client

so as to have the opportunity of learning from each other and helping

each other better recognize personal values and ideologies.

A third kind of opportunity for personal and professional growth

can occur by arrangement explicitly with the client system. Research,

or action-research, projects may frequently be organized with this

Inclusion. Consultant teams based in colleges or universities may

provide undergraduate or graduate training to members of their

consulting team as part of their agreed contract with a school system.

On the other hand, when such a team proceeds in this manner without

the school people expecting and agreeing to it, there can be very

negative reactions.

A fourth kind of opportunity for growth can occur when an

organizational development team is created within an organization.

Such a team is generally a major characteristic of an organization

which has reached the creative phase of maturity and is operating

in self-renewing ways. It represents a structure, and is complemented

by norms, which provide explicitly for the continuous professional

and personal growth of the team's members. They, in turn, have a

major responsibility fbr facilitating personal and professional

growth of other persons throughout the organization.



Inside/Outside Organizational Development Teams

A good way to add perspective, and often an important organiza-

tional development strategy, is to combine an inside/outside organi-

zational developmeNt team. The inside team includes one or more

members of the target organization who have organizational develop-

ment capabilities as well as responsibility for facilitating the

organizational development effort. Note that this does not usually

mean they have managerial responsibility for the function that is

to be Emprovdas the focus of the organizational development project.

They are, rather, internal organizational development specialists.

Such roles have become common in industry and are beginning to appear

in some educational settings. The outside team includes organiza-

tional development specialists from a setting outside of the organi-

zation attempting the organizational development effort. They may

be from a similar orgpization such as. another school district or

higher educatiol. institution, a governmental organization such as

a state department of education, or a private consulting firm. They

too are organizational development specialists who link together

with the inside team to provide a resource to others in the organi-

zation. This combined inside/outside team plans and acts 1.n

coordinated ways to best achieve the goals of the organizational

developme -oject.

There are several advantages of the inside/outside team.

MOtivation of inside members of the team will vary from those of the

outsiders. This, along with such other differences as varied experi-

ence, knowledge and skills is bound to provide some contrast of

,
perspectives which can be valuable in many ways. Insiders may have

insights about the organization and climate which only time is

likely to reveal. Outsiders may have greater objectivity in some

areas which their remoteness makes possible. There may be times

when interventions are best provided by one or the other.

It is often better for outsiders to support trial conditions

for the people in the organization to learn in a way their learning

errors will not be held against them. Outsiders can also use their

presumed positibn of naivetd to provide confrontations in a manner

less threatentirg to organization members. Outsiders also know
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less about organizational norms and are thus less prone to be

contributing to pluralistic ignorance about them. In this sense,

they may sometimes have the advantage of not knowing what "can't

be done" and proceed to do it

Insiders may also have some special advantages at times. They

may have, or be able to constructively use, trust relationships

created over time. On issues of shared interest, others may trust

them more, knowing they stand equally to gain or lose from the

organizational development efforts. Insiders are likely to have

better channels of information and resources in many areas. They

are likely to have internalized more valid conceptions of the ways

reality is experienced in and by the organization, and to be

intuitively aware of issues at important times.

When considering personal and professional needs for growth,

it can be valuable to periodically take the time to do a literal

analysis of the forces for and against'entering a learning situation.

It can be especially valuable to have relationships with a few

trusted colleagues for periodic assessments of the validity of one's

own oerceptions of needs for growth, and analysis of forces which

may seem to be barriers to giving time and energy for meeting those

needs. Just as norms and structures of an organization can be

diagnosed which may nelp or hinder it in increasing its functional

capability, an individual can diajnose and work to create norms and

structure in his or her own life that support giving' periodic

attention to qroWtil needs as an organizational development consultant

Analyzing Professional Competencies

That do you-really know, and what can you really do, when you

step into the role of an organizational development consultant?

'There is a vast, growing literature on the strategies and skills of

organizational development work. Gaining a fuller range of

competencies in this area demands a lifetime of professional growtli.

It is important to both the consultant.and the client that the

consultant stay aware of his or her own areas of strengths and

weaknesses.
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Consider the diagnostic matrix as it applies to one's organiza-

tional development work. It can be used as ,a guide for Identifying

things the consultant knows, things he'or she needs to learn, and

things he or she doesn't intend to learn, but may need to use other

consultants for upon occasion. The consultant can go through the

cells of the diagnostic matrix at the organizational level angi*make

this a kind of three-part listing. Then such a listing can be pre-

sented to others who have expertise in organizational development

work, and their reactions can be sought to the validity of the con-

sultant's self-assessment. They can also point out cells where things

have been omitted, things the consultant did not even know about.

For example, the consultant may think he or she needs better under-

standing of ways 'that feelings can affect planning and managing.

He or she may feel limited, but not too concerned about knowing how

energy can affect validating. Someone with greater expertise may

be able to increase the concern and drive to know more about this

or other areas where possibilities have not yet occurred.

The same use can be made of the intervention matrix. It is

especially unportant to look again at one's compet'encies in the

sections of the intervention matrix where systems technology and

negotiations kinjs _f Froblem s)lvino were added t the problem

tqving dimension.

After listing his or her .-;tr-ngth.i., weaknesses and needs, the

consultant can seek reactions from individuals ho have special

expertise in ea:h of the three different kinds o,f problem solving.

Iersons who specialize in one area of problem solving tend to have

different perspectives from stho,;e who specialize in,anothor area.

Ssekin,r reac,-ions from a variety of sich persous can help create

ersrect on oneself. It can help clarify one's own-value-based

ideologl ai biases. It can help Alert an individual to areas of

compe-ncies he or she was not aware of.

i third way to review one's c.ompetenci is in relation to

phase, of ,2onsultaion. by alAdyinq the phases of consul-"

tatiorl to self, the consultant can determine how comfortable he or

ene IS wit the range of knowledqes and skills concerning each of

these kind.; of work as it apply eluting each phase of the 7lient
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relatiOnship. What different strategies are known for carrying out

each kind of work in each of the phases? What are tlie kinds of side

effects to watch out for in each instance?. After listing strengths

and weaknesses in this Tegard, one may share the list with colleagues

and seek their reactions.

Another helpful resource for the consultant is to check the

lists against knowledge in the literature on organizational develop-

ment work. While there is limited empirical evidence on organiza-

tional development in the field of education thus far, there is a

wealth of insightful ideas to be found in case studies and theoreti-

calpresontations. There is considerable empirical data from other

fields, especially agriculture and industry, but one must be careful

in generalizing research from those fields to an educational system.

As noted earlier, educational systems tend to be more complex than

organizations in other fields in that their products are changes in

human behavior rather than a product such as corn or automobiles.

The latter doesn't have feelings, take action, or talk back.

People do!

Problems Ar,sing from ri,l tiple Loyalties

In reviewing one's competencies for organizational development

woe.., another area is suggested for special emphasis. This is the

area dealing with boundaries of systems and subsystems. There are

difficulties which can arise which may be more or less difficult

for the-consultant, as an individual, to deal with.

Probably the most difficult problem of dealing with boundaries

involves the issue of multiple loyalties which can be aroused within

the consultant. If the consultant allows himself to be tc orarily

accepted on,an ingroup membership status within two or more competing

subgroups, he or she may suddenly experience strong feelings of

internal conflict about what to do. Or, the consultant may be given

ingroup status when taking one kind of role with one subgroup, as

well as when taking a different kind of a role with another subgroup.

Suddenly, the consultant may face conflict f interest issues which

appear difficult to resolve. nr, when working on action research

problem solvina with one group t.';c, consultant may suddenly find the

neel to be working with another aro,li on negotiating a related issue.

'25
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the different parts of the client system don't recognize the

legitimacy of the consultant simultaneously collaborating in one

kind of issue while negotiating another, he or she might be

confronted by the different groups who feel treeir conf'dence was

betrayed by letting the consultant temporarily become a part of their

le,7isLon ma311:11 process.

These k,hds,of difficulties in working within and among the

various_ boundaries of a system can sometimes take on the quality of

a kind of planned schizophrenia which call for the utmost maturity

on the part of the organizational development consultant.. The issue

of multiple loyalties almost Inevitably occurs in organizational -

development work. Perhaps the best strategy. to cope with it is to

adopt a personal policy of always working with one or more organi-

zational development consultant colleagues. Working as a team can

provide added nerspective that frequently can be essential in sorting

out the meaning of multiple group involvement.

Commentary: Some Final Reflections ...
As ::rofcssionals in a relatively new field like organizational

development it is particularly important that we per'iodically take

a look at the field in which we practice--to ask ourselves questions

like: What are we trying to do: What tren,-; are occuriinq in

our field? Are 'he basin assumptions .mi which we operate still

valid- What ,:svidence do we have that what we're doing is really

making 3 difference? Etc.,et7. In short, we need to keep our own

practice in perspectiv'e.

AJ r
know, the first identiriablo uP efforts began in the

1)6Ys with enelr roots in the fields of management development

aria groui 2ynani--, training labs. organizational development

er,erged tool ,:se tnoso who were engaged in these training efforts

be-i'ame incr_aT;ingly aware that individuals who were sent to training

o'rten ro,turned to olgxlizations where their new-found

:1_1-roa2ns and tenavior were quickly muffed out by indifference or

relstan.e. Tne %sitnin an organtation can ca:sily discourage

an deel_-rooted expectation:, and norms.

Thus he- 1n the ro,ti,:an tf "train it.
the system" rather than simply



the individual. tytraiAing people who work together, the possibilities

of reinforcement are increased with the resulk of a genuine.long-ange

improvement of organizational effectiveness.

What have we learned in thv years of CD praftice since the 1960's?

Below are some kdy insights that occur to us (you might want to add

some of your own).

1. The basic'idea of OD makes sense: Training the system

though.team-building efforts, confronting 'interdepart-

mental differences.in new ways, or similar processes and

interventions have made significant
\)
jrprovements in many

organizations.

We have learned to articulate more effeCtively the values

-,.1 assumptions underlying a participative appro.:eh to ,,

.lecision making and action in oroanizations.

3. We have become more aware of the importance of diagnosing

iroLlems before developing an action program. We now ask,

"Why are things as they are?" before ate ask, "What should

I do?".

4. We have learned more about, the high cost of distrust in

organizations.

When people view one another with suspicion, the

resulting miscommunication, game-playing and passive

resistance saps energy and morale to an extent that

makes even 'expensive UD efforts a bargain.

We have learned to be more skillful in pointing up discrep-

ancies between policy and practice in organizations,

discrepancies that systematically reduce credil: lity and

commitment.

6. We have learned that the process by which decisions are

made may he more important than the quality of decisions

tnemselves (for decision making is only o.ie part ct, the

total problem solving process).'

W..: have learned the importance of continually monitoring

and updating ,.ommunication processes within organizations,

since we tend to overestimate the understanding that exists.

24 ti
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We have begun to think of conflict more as an important

,cess to he managed, rather than as a hazard to be

dtscouraged and suppressed.

learned that anrisignificant On effort require. some

legree ,f understanding and support from top organizational

levels to he sustained and effective over a long period o'

time.
-4

Nave learned much about how an internal-external consult-

ihn tcam can work together to achieve the maximum combination

influence and perspective.

W. hav come to'appreciace more fully the importance of

:ontihially "practicing what you preach" as an OD consultant

ti ai Main credibility and Influence.

:his last learning Lends
additional weight to the me,-sage of

,as_ 2hai:t,r. As: JD consult,nts, we must "model" a c-mitment to

~,r,t4-th. If I want others to-grow arid mature (i.e., change

eh,lior and ways of experiencing), I must be willing tO

: want others to experiment and take risks, I must

tnat vain, myself. If I erect others to evaluate them-

-. '
behavior to examination by others, I must do

.r d- growth as essionals are our ow:, exi.eriences

xi _f our c-olleagues. 't-)
learn from my own experience

0 z.: ne-:cssary 71r: to rc flect on what VW tried Lo

or with

J__1-idl-,. To leirn fr m the experience of colleagues

them Aire_tly or reading of their work and

-Jtri. it ihd iournals. Thus it is most -onropriate,to

fri; you f'') the bibliography as i-i jgested reading.



Postscript
ThQ. Dynamics of Training Trainers

The Companion volumes :san,zat.on.4: ..veloprent

In 1,1tIcat:on destihe ways tnt'se cuncepts have been used in training

trainers for organizational'development.in 1-du,7ation. The word

"trainer,;:' xatcer than ",:-e.nsulfaLt1L" 18 used here to 13ring att Tition

tc a set dynami%-, that ._an to 1,c,th ex.:itin and prohlematic.

In our exPerienc,e, there is a ma)oi d7ffernce between traininq

people WhG to try new things as oppcsed to,traininq peolle to

be trainers fc.r others in i.rovidincl t-hos;c tnIngs. The user of

ianirAtrenal Development .P7TC1 instructional

training sy,-ter-, e,-,v=-kally the Id-TC =;ystem,:, uhclorstand,

,and be i_rerarei dynami,_s dire-tly

Iut sti%1-17,, the .concerh Is that the ILTC"trainee may

rdent, with hoth the rcie_'ct trainee and trainer.

Tn' fact, it is ne the train, e..C_re,,cme explicitly aware of

exleriencing Loth rel.-- Th a in:rite,-. a sort if planraal schizo: Irenia

wnich can c.:rifuinc: at :eat, an,: ,lancrerotis at worst. Any of as_

t-ay carry anger about la3t c>n a wits autnoriti frgure.: ard/or

unre-olved feelinis conernini impt,Isus anti - .deiaa.

may somttrre3 7h2,- heiween k,ar 1,1entiti_calin with trarnve

demands 7,11-1,1 oar tient-t2 witn traincrc,m)iten,-e.

4



The training dealqns developed and foimed in the PETC systems

include many facets which hz.,c-i combined purposes of easing this sort

conflict. The timing and nature of activities that invite self-

sharing and Interpeisor feedback are among them. The careful

attentior. to cuilding norms of helpfulness among trainees and resist-

in dependence on those conducting the PETC training are also

,ionsideiej vital.

The authors believe that only persons with considerable expe-

rienae in training trainers, as opposed to direct training and

aonsult-ng, should attempt to do so. This experience should come in

cotraining with persons already recognized as having expertise in

training trainers. We once honed we could ob)ectify tue things

involved in ouch expertise. It would be nice to reduce the mysti-iue

involved. however, this ability ,eems to inc nude some things con -

cerning gevelormental and cultural ways of understanding that we

wore not able to reduce to readily communicable definitions.

Witn e:4perienced senior trainers, the designs of _the PETC

instructional systems have nroveal safe for all who have participated

in the training op to the time of this writing. Nearly all have

reported th.-ir experieac*u as worthwnile and frequently enjoyable.

Aa tnc.'4e materials are used by others we 'wish to share the following

oition. Prior to creation of the PEW systoms, the senior author

sow indiviluals have psychoti breaka in training of trainer expri-

en -ea on twc separate occsions. Tne dynami:s involved are not to

r lightly.
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